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ABSTRACT 
In the last century, various court decisions and society's further 
acceptance of the premise of separation of church from state influenced the 
delivery of educational curricula in the United States. These legal and 
philosophical changes influenced public education policies leaving many areas 
open for discussion, disagreement, and reconciliation as to educators' personal 
and professional beliefs and their school districts' policies regarding the 
academic use sacred music in music curriculum. This qualitative study examined 
how policy, teacher perceptions of those policies, and teacher attitudes about the 
role of sacred music influence the inclusion or exclusion of sacred music in public 
high school music programs. I conducted this study in two stages. In Stage 1, I 
sent surveys to all high school (grades 9-12), instrumental and vocal music 
teachers in New Jersey. In Stage 2, I conducted 12 interviews with a group of 
purposefully selected teachers. I compiled, organized, and analyzed the collected 
data in order to discover the factors that influenced music educators' decisions to 
include or exclude sacred music in their programs and gain an understanding of 
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the experiences of the music educators participating in this study. Participants 
claimed to be aware of policies at the state level that did not exist, district policies 
that they could not confirm, and an assortment of implied and understood policies 
left to individual interpretation. Classroom teachers were responsible for 
curricular content, formation, implementation, and enforcement of policy whether 
formal, informal, understood, or personally developed. The consensus among the 
participants in this study was regardless of any form of policy-formal, informal, 
implied, or personally developed-sacred music was an important component of 
a well-rounded program. Participants programmed sacred music for its 
educational value and not for devotional or religious purposes. Teaching, 
rehearsing, and performing sacred music was permissible when it fulfilled the 
educational goals of the curriculum. Teachers recommended a balanced 
program that included sacred and secular music, and-if possible-music of 
other religions. 
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CHAPTER ONE 
INTRODUCTION 
1 
American music education has its roots in the music of the singing schools 
of the 181h century and the cultural alliance of the church and its community. Over 
time, however, the role and use of sacred music has become an increasingly 
sensitive issue in many American public schools (Music Educators National 
Conference [MENC], 1996) 1. The issue of using sacred music in school music 
programs resulted in numerous court cases (e.g., Bauchman v. West High 
School, 1995; Doe v. Duncanville Independent School District, 1995; Florey v. 
Sioux Falls School District, 1980; Golden v. Rossford Exempted Village School 
District, 2006; Lemon v. Kurtzman, 1971). 
When making curricular decisions, teachers consider their personal 
experiences, school policies, as well as legal guidelines for the use of sacred, 
Judeo-Christian music in schools (Alexander, 1988; Brademas, 1977; Elmore, 
2008; Leung, 2008; Mirabal, 2008; Richmond, 2002). Music educators often 
struggle with the reconciliation of personal beliefs and professional 
responsibilities on the one hand, and policies regarding the inclusion or exclusion 
of sacred music in their school district's music curriculum on the other (Mirabal, 
2008). Identifying the factors that contributed to those decisions may encourage 
music educators to participate in the many facets of school policy as it applies 
1 The National Association for Music Education (NAfME) was originally the Music Supervisors 
National Conference. It then became the Music Educators National Conference (MENC), and in 
1998, the organization became MENC: The National Association for Music Education. On 
September 1, 2011, the organization became the National Association for Music Education 
(NAfME). For references prior to September 1, 2011 , I used the acronym MENC. 
not only to the use of sacred music in the public school, but perhaps in other 
areas of education as well. 
Historical Background of Sacred and Secular Music Education 
Early contributions to American music education included Colonial 
psalmody and hymnody, the singing school, and the spirituals of the African 
slaves. Later, the melding of genres of 20th century popular music-including 
gospel, jazz, and rock-further influenced curriculum in school music programs 
(Mark & Gary, 1999). The historical background of music's use in education in 
the United States is an important facet of understanding the formation of 
philosophies and policies regarding sacred music in 21st century public school 
music programs. 
Music Education in Colonial America (1600-1800) 
2 
Mark and Gary (1999) described several aspects of music and music 
education in colonial America. Music was a part of daily community life and 
taught in the first schools of the Lutherans, Amish, Moravians, and Mennonites. 
The main instructional material included various psalm books such as 
Ainsworth's Book of Psalms (1612) and Sternhold and Hopkins's Whole Book of 
Psalms (1562). Private music instruction by European immigrants, typically 
reserved for the wealthy, became available to a growing middle class. 
In order to improve the quality of congregational singing, singing schools 
were formed early in the 18th century. These schools provided a model for a 
system of formal music education. Churches or independent instructors 
3 
sponsored these singing schools. Church-sponsored schools taught sacred 
music, and independent schools generally taught secular music (Labuta & Smith, 
1997). 
Music Education in the 19th Century 
Horace Mann, who coined the term "common school," believed that 
schools should be "free, financed by local and state government, controlled by 
lay boards of education, mixing all social groups under one roof, and offering 
education of such quality that no parent would desire private schooling" (Labuta 
& Smith, 1997, p. 15). It was Lowell Mason, considered the "father of public 
school music," who established music education in the common schools (Keene, 
1982; Labuta & Smith, 1997; Mark & Gary, 1999). To promote and institute his 
ideas for music education in the schools, Mason relied on public support and 
volunteer teachers who enjoyed music and had knowledge of singing through 
church choirs or formal singing schools (Mark & Gary, 1999). By the late 1800s, 
music in common schools was established, and the demand for trained music 
teachers increased. 
The Influence of African Music 
Beginning in 1619, slaves arriving in America brought a musical tradition 
that would eventually merge with that of white Americans. Although some 
consider the spiritual to be a merging of cultures, others believe that it is an 
attempt to conserve a culture (Garst, 1986). There were no song books or 
notation for spirituals. People learned songs by rote, observation, and imitation, 
4 
handing them down through generations by an oral tradition. 
According to Crawford (2001 ), one of the main differences between the 
tribal music brought to America with the first African slaves in the early 1 ih 
century and European music of the same period was the concept of secular 
music. Categories of sacred and secular music do not separate African music as 
it has evolved in the West (Crawford, 2001). Tanner (2006) described African 
music as naturally sacred: there is no secular music because African music is 
about religion, agriculture, fertility, hunting, war, and celebrations of daily living. 
Music Education in the 20th Century 
Progress and a departure from tradition marked the years from 1880-
1950. As the country rapidly developed, school music expanded from vocal 
music to include instrumental music, listening instruction, music theory, and 
composition (Keene, 1982). Professional orchestras such as the Theodore 
Thomas Orchestra and concert bands led by Patrick S. Gilmore and John Philip 
Sousa served as models for instrumental music in schools (Humphreys, 1989; 
Mark, 2008). The first school orchestra was organized in 1896 in New London, 
Connecticut and the first school band was established in Cincinnati, Ohio in 1919 
(Mark & Gary, 1999). The inclusion of these activities gained support in the 
schools by way of the extra-musical and societal benefits; school music, 
however, still had to serve interests of general education, patriotism, and-to a 
lesser extent-religion (Labuta & Smith, 1997). 
Although not popular with everyone-even considered immoral by some-
jazz music filtered into the schools in the 1920s (Goodrich, 2005). By the 1930s, 
dance bands became more popular. Because they played jazz music, many of 
these bands chose to go by the term stage band instead of jazz band to avoid 
negative sentiments. Goodrich explained that, "Negative associations with jazz 
still remained in school settings. The term 'stage band,' coined in the Baptist 
south to avoid the sinful aspects associated with dancing and listening to jazz 
music, was used instead of jazz band in some schools and colleges" (pg.7). 
School jazz bands flourished in the 1950s in the same way concert bands did 
after World War I (Goodrich, 2005). 
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In the United States, there has been a long tradition of music education-
one with great historical, cultural, and religious significance. The continued 
movement to increase the separation of church and state in the United States 
influenced policies in many areas of educational curriculum including the arts, 
drama, and literature (Doty, 1999). The following is an introductory look at the 
complexity of policy development and implementation and the legal foundations 
for using sacred music in public schools that helped develop the philosophies 
and policies regarding sacred music in modern public school music programs. 
Problem 
Teachers in public schools need to make decisions about what to include 
in their curriculum regarding music with any type of religious reference (Freed-
Garrod, Kojima, & Garrod, 2008; Mahlmann, 2002; Plummer, 2003; Richmond, 
2002; Stone, 2002). When making these decisions, teachers need to be familiar 
6 
with their school's policies, if any, and interpret them in order to meet the needs 
of the curriculum, adhere to school policy, and avoid possible confrontation-
legal or otherwise (Alexander, 1988; Brademas, 1977; Elmore, 2008; Leung, 
2008; Mirabal , 2008). The lack of uniformity in policies across school districts 
may make it difficult for teachers to meet these needs. 
Personal Beliefs, Professional Responsibilities, and School Policy 
Teachers often struggle with the reconciliation of personal and 
professional beliefs and policy (Kos, 2007; Leung & Yip, 2008). Music educators 
often struggle with the reconciliation of personal beliefs and professional 
responsibilities on the one hand, and policies regarding the inclusion or exclusion 
of sacred music in their school district's music curriculum on the other (Mirabal, 
2008) . Kos (2007) suggested that teachers might not always share the same 
personal or professional values, objectives, or goals; how they interpret and 
implement policy may vary. "Policy directly influences the music teacher, other 
school professionals, and outside organizations, each of whom responds to 
policy in individual ways that their own values, beliefs, and capacity determine" 
(Kos, 2007, p. 52). 
The available research seemed to suggest that policy implementation is a 
complex process influenced by many different organizations, and that the 
classroom teacher is most responsible for implementing policy (Debard & Kubow, 
2002; Elmore, 2008; Grant, 2000; Hill , 2003; Honig, 2006; Leithwood, Steinbach 
& Jantzi , 2002; Leung, 2008; Leung & Yip, 2008; Lipsky, 1980; McDermott, 2006; 
Mclaughlin, 1987; Watkins, 2008). In turn, policy implementation may become 
difficult because teachers' individual perceptions of policy, communication style, 
and interpretation may influence how they implement policy and make curricular 
decisions for their classroom (Duemer & Mendez-Marse, 2002; Henson, 2001; 
leithwood et al., 2002; McDermott, 2006; Mclaughlin, 1987; Plummer, 2003; 
Tschannen-Moran & Hoy, 1998; Wheatley, 2005). 
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Music educators may struggle with the reconciliation of personal beliefs 
and professional responsibilities with policies regarding the inclusion or exclusion 
of sacred music in their school districts' music curriculum (Mirabal , 2008). 
Although there is little research in the area of policy concerning sacred music in 
the public schools, the available research may have application to this topic, 
especially when deciding curriculum content based on standards set by federal, 
state, and local governments. 
Anecdotal evidence from informal conversations among music colleagues 
suggested that policies differ from district to district. Where school policy was 
vague, implied, or altogether absent, individual teachers made curricular 
decisions independently based on the varying availability of policy and the 
individual experiences of those teachers. Although there is a great deal of 
research in the area of policy development and implementation, there is little 
research addressing the influences affecting music teachers' decision making or 
their attitudes and perception of policy regarding the use of sacred music. 
8 
Defining Policy 
There are several ways to define policy. Jones (2008) defined policy as 
written or implied plans, guiding principles, procedures, or courses of actions. Hill 
and Hupe (2002) described policy in terms of a continuing, regenerative cycle. In 
this study, I will address policies that are formal, informal, implicit, and personally 
developed and the various governmental levels re~ponsible for developing and 
implementing policy. 
In the United States, policies are prescribed and established at all levels of 
government. The complex process of developing educational policy involves 
individuals, groups, and organizations within a community who have the potential 
to influence policymaking in the schools (Birkland , 2005; Freed-Garrod et al., 
2008; Irvin & Stansbury, 2004; Johnson & Friedman, 2006; Kweit & Kweit, 2007; 
Mawhinney, 2001; Rosenberg, 2006). In public schools, although the process of 
policy implementation involves many different people at many levels of 
administration, the greatest responsibility for implementing policy seems to fall on 
the classroom teacher (Debard & Kubow, 2002; Elmore, 2008; Grant, 2000; Hill, 
2003; Honig, 2006; Leithwood et al., 2002; Leung, 2008; Lipsky, 1980; 
McDermott, 2006; Mclaughlin, 1987; Watkins, 2008). Consistent policy 
implementation may become difficult, then, because the teachers' individual 
perceptions of policy may influence how they implement policy and make 
curricular decisions for their classrooms (Duemer & Mendez-Marse, 2002) . 
Because there are seemingly few policies addressing religion or religious 
literature of any kind in school curricula, how school policies are interpreted and 
implemented may have a tremendous impact on music education (Jones, 2008; 
Leung & Yip, 2008). This study will address some of these very suggestions in 
order to discover how policy, teacher perceptions of those policies, and teacher 
attitudes about the role of sacred music influence the inclusion or exclusion of 
sacred music in secondary public school music programs. 
Distinction Between Sacred Music and Religious Music 
Music of the 20th century includes many genres of music including jazz, 
rock, pop, gospel, and country music. With the exception of gospel music, each 
style typically had secular texts and messages, although religious references 
emerged in these genres as well. Compositions for both choral and instrumental 
ensembles by Eric Whitacre, David Holsinger, John Rutter, and Moses Hogan 
use text directly from the Bible as source material. Although each composer 
references religious material, the context in which the music is used determines 
whether it is religious or sacred music. 
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For the purpose of this study, I define religious music as any music with 
explicitly religious references, textural or otherwise-specifically, music that is 
concerned with religion, music that is set apart for religious use, or music that is 
devoted or dedicated to some religious purpose and/or observance. If music is 
taught for the purpose of worship, the teaching of religion, or dedicated to a 
religious purpose, then it is considered religious (Mirabal, 2008; Plummer, 2003). 
The distinction between sacred music and religious music is the context in 
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which the music is taught or performed (Mahlmann, 2002; Plummer, 2003). For 
the purpose of this study, if the teacher uses music for worship or the teaching of 
religion, I consider it religious music; otherwise, I consider it sacred. 
Legal Foundations for Using Sacred Music in Public Schools 
When making curricular decisions, teachers consider their school's 
policies as well as legal guidelines for the use of sacred, Judea-Christian music 
in schools (Alexander, 1988; Brademas, 1977; Elmore, 2008; Leung, 2008; 
Mirabal, 2008). Court cases addressing religion in the public schools established 
precedents that influence the use of sacred music in public school music 
programs. In the following overview, I provide highlights of cases that are 
relevant to the study of religious content of any nature in the public schools and 
those cases that apply directly or indirectly to the use of sacred, Judea-Christian 
music in schools. 
Religious content in public schools. In the First Amendment to the 
Constitution of the United States, two important clauses-the Establishment 
Clause and the accompanying Free Exercise Clause-are referenced when 
discussing the use of sacred music in public schools (as cited in Scamman, 
1967). Together these clauses state, "Congress shall make no law respecting an 
establishment of religions, or prohibiting the free exercise thereof' (U.S. Const. 
amend . 1) . The Establishment Clause applies more directly to the area of religion 
in schools. 
For the purposes of this study, two specific cases are relevant to the 
11 
application of the First Amendment. In Abington School District v. Schempp 
(1963), the Supreme Court prohibited devotional Bible reading in public schools. 
In Edwards v. Aguillard (1987), the Court ruled that a Louisiana law requiring the 
teaching of creation science in public schools along with evolution was 
unconstitutional because it specifically intended to advance a particular religion. 
In both Abington and Edwards, there remains room for further 
interpretation of the First Amendment. Justice Thomas Campbell Clark wrote in 
Abington (1963), "Nothing we have said here indicates that such study of the 
Bible or of religion, when presented objectively as part of a secular program of 
education, may not be effected consistently with the First Amendment." 
Furthermore, according to Clark, the study of the Bible was permissible when 
part of a secular program of education (as cited in Kasparian, 1997). In Edwards 
V. Aguillard (1987), the court held that "teaching a variety of scientific theories 
about the origins of humankind to school children might be validly done with the 
clear secular intent of enhancing the effectiveness of science instruction." 
Court decisions and public school music education. Florey v. Sioux 
Falls School District (1980) was the first case in the lower courts to deal 
specifically with music. In this case, the court upheld the school's policy and 
allowed the singing of Christmas carols as well as other religious music as long 
as the purpose of singing these carols was educational and not the promotion of 
any religion (MENC, 1996). The American Civil Liberties Union (ACLU, 2007), 
which works to ensure that people have "the right to practice religion, or no 
12 
religion at all by keeping the government out of religion," stated that according to 
Florey, the study and performance of religious songs are constitutional if their 
purpose is the 
Advancement of the students' knowledge of society's cultural and 
religious heritage as well as the provision of an opportunity for 
students to perform a full range of music, poetry, and drama that is 
likely to be of interest to the students and their audience. (para. 4) 
Golden v. Rossford Exempted Village School District (2006), although not 
directly associated with music in the classroom, does relate to the religious 
nature of music in the schools. In this case, the court upheld a school's decision 
to prohibit a musical performance of a religious nature because it was to take 
place in a public school. Members of a Christian rock band claimed that the 
band's exclusion from performing at a school assembly was unconstitutional. The 
federal district court rejected their claims. The court reasoned that school 
officials' concerns about offending the Establishment Clause were reasonable, 
given evidence that a school board member wished to return prayer to school; 
therefore, the withdrawal of permission to perform did not amount to 
discrimination based on religion. 
Lemon v. Kurlzman (1971) was a pivotal case in which the Supreme Court 
ruled that Pennsylvania's 1968 Nonpublic Elementary and Secondary Education 
Act violated the Establishment Clause of the First Amendment. According to this 
Act, the Superintendent of Public Instruction could reimburse nonpublic schools 
for salaries of teachers who taught secular courses and for materials and 
textbooks used for these secular courses. 
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Judges have repeatedly cited Lemon v. Kurtzman when deciding cases 
regarding the use of sacred choral music in public schools. Commonly, these 
types of judgments use the Lemon test. To pass the Lemon test, three 
requirements must be satisfied: The choice of sacred literature must have a 
secular purpose, must not "advance or inhibit religions," and must not "foster an 
excessive government entanglement with religion" (Kasparian, 1997, p. 1129). 
Courts have referred to the Lemon case and the Lemon test as a method of 
evaluating the legal use of sacred music in public schools (Kasparian, 1997). 
Several professional organizations, including the American Choral 
Directors Association (ACDA) and The Music Educators National Conference 
(MENC), have interpreted these laws and established their own position 
statements. According to the ACDA (1993) , the goal for the study of music from a 
sacred tradition in the public schools should be "To improve music education by 
assisting educators and the community in identifying ways of studying, creating, 
and performing music from a wide variety of religious/cultural traditions" (para. 1 ). 
The Music Educators National Conference (1996) position statement reads: 
It is the position of MENC: The National Association for Music Education 
that the study and performance of religious music within an educational 
context is a vital and appropriate part of a comprehensive music 
education. The omission of sacred music from the school curriculum 
would result in an incomplete educational experience. (para. 1) 
When making these decisions about what sacred materials to include in 
school curriculum, teachers need to be familiar with school policies and interpret 
them in order to meet the needs of the curriculum (Alexander, 1988; Brademas, 
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1977; Elmore, 2008; Leung, 2008; Mirabal, 2008) . Research shows that a 
teacher's communication style, perception of school policy, and interpretation of 
those policies may influence how they implement policy and make curricular 
decisions for their classroom (Duemer & Mendez-Marse, 2002; Henson, 2001 ; 
Leithwood et al. , 2002; McDermott, 2006; Mclaughlin, 1987; Plummer, 2003; 
Tschannen-Moran & Hoy, 1998; Wheatley, 2005). Although there is a great deal 
of research in the area of policy development and implementation, there is little 
research that asks the teachers about the influences affecting their decision 
making or their attitudes and perception of policy regarding the use of sacred 
music. A study is needed that addresses how policy, teacher perceptions of 
policies, and teacher attitudes about the role of sacred music influence the 
inclusion or exclusion of sacred music in public high school music programs. 
Such a study will also inform other areas of policy and curriculum development 
and implementation when school policy is vague, implied, or altogether absent. 
Purpose and Research Questions 
The purpose of this study was to explore how policy, teacher perceptions 
of those policies, and teacher attitudes about the role of sacred music influence 
the inclusion or exclusion of sacred music in secondary public school music 
programs. In this study, I addressed the following research questions: 
1. What policies regarding the use of sacred music are in place in New 
Jersey public schools? 
2. To what extent are teachers aware of state, district, or other policies 
regarding the use of sacred music? 
3. In what ways are music teachers' decisions to include or exclude 
sacred music in their programs influenced by written or implied 
policies? 
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4. What are music teachers' attitudes and perceptions regarding the use 
of sacred music in public schools? 
5. What, if any, other factors influence music teachers' decisions to 
include or exclude sacred music in the curriculum? 
I hope that this study will encourage music teachers to participate in ongoing 
discussions in the areas of policy awareness, understanding, implementation, 
and development as they apply not only to the use of sacred music in the public 
schools , but perhaps in other areas of education as well. 
CHAPTER TWO 
LITERATURE REVIEW 
In public school policy development, no single individual makes policy 
decisions; individuals and groups at all levels of government play some role in 
school policy writing (Birkland, 2005; Hope, 2002; Irvin & Stansbury, 2004; 
Johnson & Friedman, 2006; Kirst & Walker, 1971; Kweit & Kweit, 2007; 
Mawhinney, 2001; Richmond, 2002; Rosenberg, 2006; Smith, 2002). The 
responsibility to implement and enforce school policy, however, seems to fall 
primarily on the classroom teacher (Debard & Kubow, 2002; Elmore, 2008; 
Grant, 2000; Hill, 2003; Honig, 2006; Leithwood et al., 2002; Leung, 2008; 
Lipsky, 1980; McDermott, 2006; Mclaughlin, 1987; Watkins, 2008). Although 
research in the area of policy development and implementation is abundant, I 
found few studies that addressed the music teacher's role in developing and 
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implementing policy, or the music teacher's attitude and perception of policy as it 
pertains to the use of sacred music. 
In this literature review, I describe how educational policy is generally 
developed and implemented and address the use of sacred music in public high 
school music programs. I discuss the available research on policy development 
at various levels of government administration, the important parties responsible 
for developing and implementing policy, the role of the teacher as implementer of 
policy, and policy implementation in the classroom. I investigate 
recommendations for making educational policy decisions and implementing 
policy as it applies to sacred music in the public schools. Finally, I explore the 
role of the music teachers in developing and implementing policy and their 
attitudes and perceptions of policy towards the use of sacred music in public 
schools. 
Policy Development 
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In the United States, policies are prescribed and established at all levels of 
government. The United States Department of Education establishes policy for 
education and assists the President in executing national education policies and 
implementing laws enacted by Congress (USDOE, 2011). The legislative branch 
of the federal government creates laws that mandate what states must 
accomplish, individual states create statutes that school districts must follow, and 
local districts create policies that direct staff in implementing the requirements of 
the law (USDOE, 2011 ). Policy development results in guidelines and procedures 
for dealing with specific issues. 
The complex process of developing education policy involves individuals, 
groups, and organizations within a community who have the potential to influence 
policymaking in the schools (Birkland, 2005; Freed-Garrod et al., 2008; Irvin & 
Stansbury, 2004; Johnson & Friedman, 2006; Kweit & Kweit, 2007; Mawhinney, 
2001; Rosenberg, 2006). These entities include federal, state, and local 
authorities, national accreditation committees, scholarly, scientific, and 
professional organizations, district administration, department heads, teachers, 
parents, taxpayers, political figures, news media, celebrities, commentators, 
various private organizations, and interest groups (Birkland, 2005; Hope, 2002; 
Kirst & Walker, 1971; Smith, 2002). Although research did not directly address 
the issue of sacred music in the public schools, these groups may influence 
school policy in the area of sacred music in the public schools. 
Citizen Participation 
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Citizen participation in policy development may be one way to foster 
mutual respect, bridge differences, and promote participation in the community. 
Research suggests, however, that it is difficult to actually measure whether 
community participation is an effective policy-making tool (Irvin & Stansbury, 
2004; Rosenberg, 2006). Citizen participation has received both positive and 
negative criticism in research data, and evidence varies as to the actual influence 
citizen groups have on policy development (Johnson & Friedman, 2006; Kweit & 
Kweit, 2007; Malen, 2001 ). 
Mawhinney (2001) explored research literature on the role of interest 
groups in United States politics and education. Mawhinney traced the evolution in 
theoretical approaches to thinking about the nature of groups, their roles, and 
their influence in U.S. politics and policymaking and suggested that interest 
groups consist of various types of participants. Some groups formed for material 
benefits, some for social status and camaraderie, and others to advance a 
particular cause. Citizen groups received support and incentives from patrons 
such as foundations, government grants, corporations, and wealthy individuals. 
Mawhinney concluded that the opportunities for people to work together did in 
fact strengthen the communities. Whether these groups had a significant role in 
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policy formation was not determined. 
Malen (2001) suggested that interest groups' influence on education policy 
may be exaggerated and lack the ability to influence policy. Community groups 
were most involved in and had the greatest influence on decisions related to 
curriculum. Malen suggested that research of all types endorsed some form of 
community involvement at various levels. Although big business, contracting 
firms, foundations, research centers, policy institutes, and think tanks played a 
role in influencing education policy, none was influential enough to dominate 
education policy making. 
Johnson and Friedman (2006) presented two examples of successful 
citizen participation. They found that engaging the public helped to gain support 
for school programs. In California and Nebraska, school leaders involved the 
public in order to gain support and develop a plan for school change. In the 
California portion of the study, the 140 participants agreed upon the need for 
higher expectations for students and were concerned about the inadequate 
parental involvement and the need for increased communication between the 
school and home. The school then initiated an action plan that addressed each of 
these concerns and continued to involve the community in the form of focus 
groups, surveys, and community conversations. In Nebraska, the state's Board of 
Education engaged hundreds of parents, educators, and community members on 
the question of statewide standards. The board addressed the areas where 
participants voiced concern and adopted new guidelines. In both examples of 
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citizen participation, public engagement proved to be a practical tool to reach out 
to the larger community and give the public a stake in improving student learning. 
Irvin and Stansbury (2004) first reviewed literature on citizen participation 
and analyzed several key points in order to determine whether community 
participation was an effective policy-making tool. They then applied these points 
to a multi-criteria, decision-making methodology to consider new management 
alternatives for a local watershed program. The researchers met with a wide 
range of municipal, county, and environmental planning and regulatory agencies 
anticipating that their collaborative efforts would ultimately lead to improvements 
in water quality. The researchers found that widespread public complacency 
proved to be a problem for the study. Despite efforts to attract participation, there 
was little interest on the part of citizens. Although Irvin and Stansbury described 
potential benefits of citizen participation, their attempt to initiate a citizen group 
was unsuccessful, and subsequently, they were unable to measure if citizen 
participation would benefit policy formation and implementation. 
In an empirical study with two citizen groups in Laguna Beach, California, 
Rosenberg (2006) analyzed the nature of citizen deliberation and promoting 
citizen empowerment and practical action. The premise was to gather these two 
groups and discuss the quality of K-12 education in their neighborhoods. 
Rosenberg hoped to encourage these groups to reach beyond polite 
conversation to a level of collaboration and critique. Unfortunately, in the study, 
there was no collaborative discourse in either group during their seven, 2-hour 
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sessions. Rosenberg suggested that intervention would be necessary in order to 
create the conditions that would nurture collaborative discussion. Rosenberg 
recognized that research data showed some worth in citizen participation in order 
to foster community respect, promote equal participation, and bridge differences 
among the participants in the community. Little other research focused on the 
quality of these types of discussions and member roles. The question remained 
whether citizen participation is worth seeking in educational policy if there are no 
substantial benefits. 
Five years after the April 1997 flood disaster overwhelmed the cities of 
Grand Forks, ND, and East Grand Forks, MN, Kweit and Kweit (2007) conducted 
phone interviews with an equal number of community members in each city to 
determine the impact of citizen participation on the redevelopment of the two 
cities. They found citizen participation had only minimal impact. Citizens valued 
the ability to present their views more than the actual outcomes. Although this 
study did not involve the education community, the idea that perception was not 
consistent with participation may serve as support for citizen participation in 
education policy development. 
Developing State and District School Policy 
According to the National School Boards Association (NSBA, 2013), policy 
development at any level is a process that begins with an issue, problem, or idea 
needing a written policy. In local education policy development, individuals 
seeking to adopt a policy present their need to the local board of education with 
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all the necessary information on the issue including federal and state laws and 
regulations, state association seminars, sample policies, experience from other 
districts, educational research , and local input. The board of education reviews 
recommendations from the superintendent, discusses the issue, and-if 
plausible-drafts a policy. The school superintendent then implements the 
adopted policy. 
Education reformers have proposed fundamental changes to education 
policy, recommending state and national curricula and testing systems. Cohen 
and Spillane (1992) suggested that this agenda may be a way to gain an 
advantage in teaching and learning but cautioned that a change in the 
educational learning systems of hundreds of thousands of schools in the United 
States would require new ways of administration, instruction, and teacher 
learning as well as opportunities for professional development. Cohen and 
Spillane investigated the relationship between state and national government and 
education instruction, identified sources of guidance for instruction such as 
textbooks and tests, explored how implementation of policy affects classroom 
practice, and considered nongovernmental influences on policy and instruction 
such as social and cultural influences. Cohen and Spillane found no evidence 
connecting large structures of education systems with teaching and learning, or 
other studies of school systems that attempted to move away from traditional 
forms of teaching. 
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Developing Curriculum Policy 
The New Jersey Core Curriculum Content Standards (NJCCCS) is the 
primary influence on school district curriculum development in New Jersey (New 
Jersey Department of Education [NJDOE], 201 0) . Influenced by national 
standards, research-based practice, and student need, a panel of teachers, 
administrators, parents, students, and representatives from higher education, 
business, and the community developed the NJCCCS to provide local school 
districts with clear and explicit goals for student achievement in nine content 
areas. Subsequently, it is the responsibility of individual school districts to 
determine the curriculum content based on those standards (NJDOE, 201 0) . 
According to Kirst and Walker (1971), individuals, groups, and 
organizations influenced local curriculum policy-making by "establishing minimum 
standards, by generating curriculum alternatives, and by demanding curriculum 
change" (p. 488). Kirst and Walker explored curriculum policy-making in public 
schools in the United States and concluded that existing conflicts were 
"generated by the existence of competing values concerning the proper basis for 
deciding what to teach" (p. 480). 
Clune (1993) made several recommendations for policy and research 
based on a review of literature on educational delivery in schools in California, 
New York, and New Jersey, and on an analysis of educational policy. Clune 
suggested that the challenge seemed to be designing policies that combined 
high standards and common policy with a broad diversity of curricular options 
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and a strong local delivery system. Clune suggested that a centralized route of 
education would require all schools to follow a mandatory set of examinations 
and offer a statewide system of teacher training. A decentralizing option, on the 
other hand, would offer states options such as using universal frameworks, 
avoiding high-stakes testing, and relying primarily on school improvement and 
professional development. Although standardization would promote equity and 
school level coherence, it would not support students who need extra attention in 
some academic areas. Clune recommended that every school in the U.S. 
engage in research , develop finance systems that guarantee adequate 
resources, curriculum and staff development, and create evaluation processes 
that measure progress against clearly defined goals. 
Music education is not immune to the "interlocking web of policies and 
policy making at every level of influence" (Hope, 2002, p. 5) . Multiple forces 
influence policy decision making for music education including federal, state, and 
local government. Although the school board seems to have the greatest 
influence on policy and policymaking, there is a constant struggle for control over 
many areas of decision-making. Therefore, when creating policy and making 
policy decisions for arts creation, presentation, and funding, the influences of 
family values, corporate marketing strategies, foundations , higher education, and 
the music industry may be unavoidable. Hope (2002) suggested that well-
qualified music educators were the greatest assets for influencing music 
education policy and presented a number of theoretical questions to encourage 
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further research in the area of policy analysis. Such questions focused on 
whether there was enough policy research to persuade policy makers that music 
is worth teaching in schools, to discover what policy frameworks influenced 
music education, and how music education could influence local and state 
governments. Although the questions did not directly address the use of sacred 
music in the public schools, the lack of research regarding such use warrants 
further policy-oriented research. 
Developing School Policy Concerning Religion 
The issue of religion is not new to public education. According to the 
Association for Supervision and Curriculum Development (ASCD, 1987), most 
school policies concerning religion addressed non-curricular issues such as 
religious holiday observances, varied depending on the school district, and were 
set in place because of a legal challenge. Such challenges involved displaying 
religious symbols in classrooms, observing religious holidays, or performing 
religious music at school concerts. 
Developing specific school policies about religion is the responsibility of 
local school districts. The laws established by the State of New Jersey regarding 
religion offer only general instruction on this issue. The New Jersey State 
Constitution, Art. 1, para. 4 (New Jersey State Legislature, 1947) states, "There 
shall be no establishment of one religious sect in preference to another; no 
religious or racial test shall be required as a qualification for any office or public 
trust." Title 18A of the New Jersey Statutes Annotated (N.J.S.A.) contains the 
statutes specific to education law and provides only four other references to 
religion in schools. If local school boards choose to develop their own policies 
pertaining to religion, then it is their responsibility to interpret and apply these 
laws. 
Richmond (2002) examined legal aspects of public school music 
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education in the United States, addressing topics such as the separation of 
church and state and its implications for music education. Richmond remarked, 
"Throughout music education's public school history, the significance and power 
of the law-both in terms of legislation and litigation-have become increasingly 
important considerations as vehicles for music education policy formation" (p. 
33). Richmond focused on the lyrics of compositions drawn from sacred sources 
as the impetus for continuing legal challenges, but addressed only choral music 
teachers. A large portion of the music education community was missing from the 
discussion-the instrumental music teachers. Because there is a tremendous 
amount of sacred literature written for instrumentalists, I included all secondary-
vocal and instrumental music teachers in this study. 
Alexander (1988) found that concerns, values, and religious profiles of a 
community are equally important in shaping the academic study of religion. 
Alexander suggested that local school boards had several responsibilities 
regarding religion in the public school curriculum. These responsibilities included 
interpreting what the community considered valuable and understanding the 
religious profile of their communities. In order to shape policy, Alexander 
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recommended that local school boards promote meetings and committees to 
listen to community opinions and ideas. 
One discussion in Stone's (2002) analysis of public policy and 
-
administration was relevant to this study. Stone suggested that it was difficult to 
identify the standards that guided the way people behaved. For example, using 
the American tradition of separation of church and state, Stone described the 
existing clash in policy and personal values. When confronting the issue of 
school prayer, two groups presented opposing arguments. The first group 
included those who felt that their children would endure psychological harm if 
pressured to participate in school prayer, and the second group included those 
who felt their children would endure spiritual harm if denied the opportunity to 
pray in school. 
Lindquist (1996) conducted a case study of an Illinois school district's 
religious policy development and evaluated its impact on curriculum and 
instruction four years after the initial policy adoption. In the study, Lindquist 
explored the process used in creating a religious policy that addressed the use of 
religious symbols in the classrooms, observance of religious holidays, and the 
absence records of students and faculty for major religious holidays. Satisfaction 
with the policy process among the stakeholders varied. Some of the stakeholders 
were satisfied with the policy itself, the public forums, and the greater sensitivity 
to minority religions among teachers and students, though there was a 
progressive loss of sensitivity to the religious policy since its initiation four years 
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prior. Stakeholders representing religious minority groups were pleased with the 
resulting policy, although the religious majority groups were fearful of loss of 
traditions. Others reported dissatisfaction with the interpretation and 
implementation of the religious policy by teachers and administrators, the lack of 
legal counsel , and the leadership of the committee who were not prepared to 
deal with the emotional intensity of the issue of religion in schools. Lindquist 
(1996) commented that without a vocal , organized religious minority, the issue of 
a religious policy would not have become an issue. 
Local public school districts develop policy based on requirements 
prescribed and established at all levels of government, but policy is also 
influenced by the recommendations of individuals, groups, and organizations at 
the local, state, and national levels. Researchers agree that developing 
educational policy is a complex process (Birkland, 2005; Hope, 2002; Irvin & 
Stansbury, 2004; Johnson & Friedman, 2006; Kirst & Walker, 1971; Kweit & 
Kweit, 2007; Mawhinney, 2001; Richmond, 2002; Rosenberg, 2006; Smith, 
2002). Researchers also agree that policy implementation is equally complex. 
School Policy Implementation 
Teachers are often required to implement policy without having a voice in 
the policy development process. Varying interpretations of policy as well as 
vague and misunderstood policy meanings may lead to variable methods of 
implementation (Hill, 2003). Teachers' individual perceptions of policy may 
influence how they implement policy and make curricular decisions for their 
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classroom, making consistent policy implementation more difficult (Duemer & 
Mendez-Morse, 2002; Henson, 2001; leithwood et al., 2002; McDermott, 2006; 
Mclaughlin, 1987; Tschannen-Moran & Hoy, 1998; Wheatley, 2005). For 
successful implementation, policy change must have the support, understanding, 
commitment, and compliance of all parties involved (Debard & Kubow, 2002; 
Honig, 2006) . In the following section, I will address government and district 
accountability initiatives and recommendations for increasing successful 
implementation by involving teachers in policy development. 
Government and School District Accountability Initiatives 
Student accountability for increased academic performance was 
introduced through standards-based reform and testing in a growing number of 
examples of government and district initiatives (McDermott, 2006). The available 
research suggested that for successful reform implementation, several factors 
are necessary including administrative support, a sense of shared purpose and 
commitment on the part of the implementers, financial support, and clearly 
defined policies (Burch , 2007; Debard & Kubow, 2002; Honig, 2006; leithwood, 
Steinbach, & Jantzi , 2002; Mclaughlin, 1987). The following are 
recommendations for successful policy reform implementation. 
McDermott (2006) studied a state government's ability to implement law 
by analyzing an example of unsuccessful policy implementation in 
Massachusetts. McDermott said, "Since the 1980s, the dominant approach to 
education reform has been standards-based reform. The goal of standards-
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based reform is to improve students' academic performance by using student 
testing and accountability policies as incentives for change" (pg.45). The intent of 
The Massachusetts Education Reform Act (MERA) was to improve academic 
performance and test scores in all municipalities through increased aid and 
testing students based on the same academic standards. Despite improvements 
in the passing rates of high school students, MERA did not produce academic 
proficiency for all . McDermott found that the policy failed because there was no 
incentive for teachers to implement the reform, and administrations did not have 
the tools needed to support the reform. 
In a qualitative study aimed at better understanding teachers' and school 
administrators' negative responses to government accountability initiatives, 
Leithwood et al., 2002) discovered that educators found meaning in government 
accountability policies when potential policy outcomes were desirable and when 
there was a perceived sense of control. Even when teachers perceived goals to 
. be hard, they were positively motivated to meet those goals if they were 
attainable. Leithwood et al. also reported a relationship between teachers' sense 
of self-efficacy and the support and modeling behavior of administration. This 
relationship fostered a sense of shared purpose. Teachers experienced a similar 
sense of shared purpose when they received positive feedback from parents and 
students about their experiences with change initiatives. Leithwood et al. 
suggested that the support and involvement of teachers was essential to 
successful implementation of government accountability initiatives. Likewise, it 
seemed that teachers were more likely to embrace change-rather than resist 
it-when school leadership explained the potential benefits of government 
accountability policies. 
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Debard and Kubow (2002) investigated participants' perceptions of state-
mandated proficiency tests and policy improvement. The researchers conducted 
27 different focus group meetings in Ohio with K-12 students, teachers, 
administrators, support staff, parents, and community members. Debard and 
Kubow found that although political power could mandate policy, only 
commitment on the part of the implementers along with open dialogue in forming 
and improving policy would result in successful implementation. Results also 
showed that teachers and administrators were concerned with the impact of 
these tests on professional work environments and on how students react-
positively or negatively-to the challenges associated with testing. 
In a qualitative case study of collaborative education policy 
implementation, Honig (2006) analyzed data from self-reports, interviews and 
conversations, direct observations, and records related to the implementation of 
three collaborative education policies in Oakland, California, between 1990 and 
2000. In each case, school leaders designated district central office 
administrators to operate as "boundary spanners" (p. 357) across the central 
office, schools, and community agencies in order to help with the implementation 
of challenging policy. Their role was to foster relationships between school and 
community in order to gain support for locally developed site improvement plans. 
Honig found that although these administrators initially played important 
boundary-spanning roles, as time progressed, support for their non-traditional 
roles faded, which hindered their ability to maintain their positions. The case 
study is an example of why policy change must have the support of all parties 
involved for successful implementation. 
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Mclaughlin (1987) discussed three generations of implementation 
analysis. The first generation of implementation analysts discovered various 
interpretations of policy implementation as well as resistance to policy altogether. 
The attitudes, motivations, and beliefs of the implementers played a role in the 
success or failure of policy implementation. The second generation found that it 
was difficult to mandate what is important to the local-level education systems 
and to student outcomes. Mclaughlin found that successful implementation 
required a combination of government pressure and financial support. To effect 
change in individual attitudes, beliefs, and practices, government pressure was 
not enough. In the same way, financial support alone was not enough to effect 
change because there were too many competing areas and programs seeking 
support. Finally, the third generation of analysts worked to integrate the macro-
world of policymakers with the micro-world of those that implement policy. These 
analysts recommended multiple levels of measurement when evaluating the 
implementation process. Mclaughlin suggested linking macro and micro levels of 
analysis in order to support both the policy makers and the policy implementers. 
Building upon previous research, Burch (2007) conducted a case study in 
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one of the largest school districts in the United States, examining the bottom-up 
processes of institutional change, the long-term effects of reforms, and the 
influence of cultural norms on organizational behavior. Although this study 
involved reading and mathematics reform, the research may invariably apply to 
policy in any area of education. Participants described their work and the 
relationship to specific aspects of district reform, and any challenge they faced. 
Data showed that there were important differences between reforms in literacy 
and mathematics as well as how teacher learning differed between the subject 
areas. Burch found that although the reforms were supposed to raise student 
achievement in both areas, implementation varied significantly for each subject 
area and professional development was unequally distributed. Burch suggested 
that for meaningful improvement, policy makers should establish clear mandates, 
align policy with those mandates, and use data to make policy decisions. 
The New Jersey Department of Education (201 0) mandates core 
curriculum content standards, individual school districts determine how to meet 
those standards, and district employees determine the course content, textbooks, 
necessary supplies, etc. needed to meet the curriculum demands. It seems that 
the same recommendations in the available research might apply to policy 
implementation in New Jersey (Burch, 2007; Debard & Kubow, 2002; Honig, 
2006; Leithwood et al., 2002; Mclaughlin, 1987). 
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Involving Teachers in Policy Development 
Although there are many individuals and groups responsible for policy 
formation and implementation, local school districts have the responsibility of 
applying these polices to curricular decisions (Birkland, 2005; Hope, 2002; Kirst 
& Walker, 1971; Smith, 2002). Research suggests, however, that because 
teachers are the ones who implement policy, they should be more involved in the 
process of policy development (Grant, 2000; Lipsky, 1 980; Watkins, 2008). The 
following research echoes the need for collaboration in policy development and 
implementation. 
Lipsky (1980) designated teachers as "street-level bureaucrats" (p. 2)-
the front-line workers responsible for implementing policy. Lipsky found that 
teachers have a great deal of freedom to execute curriculum and policy within 
their individual classrooms either by carrying out the policy as designed or 
following a different-perhaps their own-agenda. Lipsky proposed that it was 
ultimately the responsibility of the classroom teacher to bring educational policy 
change to fruition and achieve the expected results. 
Hill (2003) argued that written policy seldom includes a recommended 
method of implementation. Hill suggested that in order to support 
implementation, those who implement policy should understand the rationale 
behind a policy. Hill outlined and reviewed policy implementation literature and 
described implementation resources. The initial fieldwork for Hill's study came in 
the form of a phone survey of 28 Midwestern police departments. Police officers 
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reported that they learned about reforms through opportunities offered by their 
departments. Hill suggested that implementation resources could help shape the 
work of those charged with implementing policy. Although this article addressed 
law enforcement, it would be reasonable to include other types of "street-level" 
(p. 266) actors, such as educators, in the reform process. Hill recommended 
increasing and subsidizing the number of resources, scrutinizing resources so 
that they meet the needs of the policy, and ensuring quality in-service training. 
Grant (2000) conducted an exploratory study using focus groups to 
discover how teachers in New York responded to changes in state tests. Grant 
reported that teachers were concerned about the nature of the changes, the 
rationale behind the changes, and whether they would receive the necessary 
resources and professional development needed to successfully implement 
policy change. Although teachers in this study were not opposed to change, 
Grant said that they expressed, "an uneasy combination of hope and fear, 
anticipation and dread" (p. 7). Grant found that policy change was conducted 
primarily at the state and district levels, and the ideas of the teachers were 
ignored. Grant suggested that in order to effect pedagogical changes, teachers 
should be move involved in the process of change, and professional 
development needed to be more attuned to the different needs of the teachers. 
Teachers may be less resistant to change if they are included in the policy 
development process. Kos (2007) investigated the direct and indirect influences 
of policy implementation on music education, and found that although policies did 
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not affect music education directly, there were indirect influences. Kos found that 
music teachers had little involvement in policy formation, and as a result, music 
teachers' concerns remained unheard. Kos found that teachers were more likely 
to work to implement those policies when teachers understood policy in a 
positive manner and policies supported teachers' personal values. Policy 
implementation was more effective when groups of professionals worked 
together in an environment of shared responsibility. 
Choosing participants for a case study from elected officials, school 
administrators, and teachers involved in policy-making process in California, 
Watkins (2008) considered the role of the teacher in educational policy. Watkins 
found that although teachers have an enormous capacity in shaping the success 
of reform-in part because of their expertise in the daily realities of teaching and 
learning-there were few opportunities for them to be involved in the process of 
policy development and implementation. Education policy had become ineffective 
because there was no clear direction from policymakers who mandated reform 
without determining a process of implementation or seeking out the opinions and 
concerns of the educators who actually implement policy. 
Although research on accountability initiatives shows that teachers are not 
often involved in the policy process, researchers seemed to agree that 
successful implementation of reform should include involving teachers in policy 
development (Grant, 2000; Kos, 2007; Watkins, 2008). The relationship between 
policy makers and policy implementers warrants further exploration especially 
since teachers seem to be more comfortable with policy reform and willing to 
embrace reform when they understand the reasoning behind the reforms and 
have the necessary resources and training to implement reforms (Grant, 2000; 
Watkins, 2008). 
Relationship Between Policy Makers and Policy lmplementers 
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Research shows a disconnect between those who develop school policy 
and those who implement school policy with both groups operating independently 
of each other (Burch, 2007; Fink, 2001; Malen, 2003; Skok, 1995). Oftentimes, 
policy makers are not involved in the process of policy implementation and tend 
to support policy that does not lend to the varying needs, interests, and abilities 
of students (Burch, 2007; Fink, 2001; Malen, 2003). Although policy makers 
measure results based on state-mandated standards and testing policies, 
teachers-given little support for implementing policy-determine how to meet 
these standards (Fink, 2001; Malen, 2003). Although there are research 
examples of school administration and teaching staff embracing policy reform, 
examples of actual change in teaching practices and teacher beliefs are not as 
numerous (Patterson, 2002). 
Skok (1995) argued for a shared structural and functionalist approach to 
understanding the role of public administration in modern public policy. The 
policy cycle literature showed that the "public policy process consists generally of 
a set of four major functional stages: agenda setting, policy formation, 
implementation, and evaluation" (p. 326). Skok depicted the roles of the 
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participants in functional terms. Skok also found a structural approach in the 
literature that revealed continuous interactions between the various participants 
at different stages of policy. The researcher argued that policy cycle literature 
failed to address the fluid, flexible, and informal nature of policy development, 
implementation, and evaluation. Recommendations included continued research 
that focuses on policy process roles as both functional and structural, which 
could help define not only the roles but also the relationships that occur during 
each of the stages of that process. 
Fink (2001) reviewed studies of policy makers and policy implementers 
and found that policy makers and implementer~ operated in isolation. The 
resulting disconnect threatened to challenge any important changes to state-
supported education. Finding that teachers are most often excluded from the 
change process-yet obliged to implement changes-Fink suggested that policy 
makers begin to research the complexities of schools and the actual process of 
change rather than looking at policy implementation as universal. Fink made nine 
suggestions for bringing together the world of policy making and implementation: 
(a) knowing the context of the situation, (b) attending to details before they 
become larger issues that will hinder implementation and place undue stress on 
the teachers, (c) holding everyone to higher standards, (d) building relationships 
between leade-rs, teachers, and community, (e) making connections with school 
staff, (f) raising up formal and informal leaders to help move others forward, (g) 
building a school environment of collaboration, (h) continuing to review the 
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programs, and (i) making wise decisions for the long term. 
Malen (2003) examined contrasting views of the impact of state 
government agencies on the local schools, the shifting role of government on 
education, and the varying ways schools interpret and implement state-initiated 
policy. Based on a review of research on policy initiation and implementation, 
Malen found that although states seemed to have gained an advantage in 
governing and influencing certain aspects of local school systems, there was a 
lack of data giving any firm answers to the actual impact of state education 
initiatives on local schools, the cost and consequences of state education reform, 
and the role government ought to play on the policies needed to guide education 
reform. Malen suggested that it is important to conduct systematic studies over 
time that explore the influence of state policies and whether those policies 
actually improve the quality of schooling . Although state officials were frustrated 
with trying to improve schools, they were not present in the schools to determine 
how schools implemented policy and what local schools actually needed to 
implement these policies. Malen discovered that more state involvement did not 
equate to less local control. Policy implementers at the local level actually have 
the power to put policy into action. Finally, Malen found numerous examples of 
administrations and teachers who completely disregarded policy in exchange for 
what they believed was appropriate for their schools and classrooms; though 
leaders were not trying to ignore mandates, with very little direction from policy 
makers, administration and teach~rs interpreted and implemented policy as they 
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saw fit. 
Hargreaves and Goodson (2006) studied eight high schools in the United 
States and Canada to determine the perceptions and experiences of 
administration and staff regarding educational change. Based on more than 200 
interviews, observations, archival data, and reviewing literature, Hargreaves and 
Goodson proposed that even the most innovative change theories and practices 
in the field of educational administration have neglected the influence of 
governmental, historical, and longitudinal aspects of change. The researchers 
analyzed the data using a grounded theory approach and concluded that five 
internal and external change forces affected the structures, cultures, and 
identities of the school over time: waves of reform, changing student 
demographics, teacher generations, leadership successions, and school 
interrelations. Hargreaves and Goodson suggested that these forces have 
reaffirmed traditional practices of conventional high schools and lured innovative 
schools back to traditional philosophies. 
Informal communication may serve as an important aspect of discovering 
how teachers understand and implement school policies related to the uses of 
sacred music in public schools. Duemer and Mendez-Morse (2002) found that 
individuals involved in policy implementation used many forms of informal 
communication such as phone calls, e-mails, and workroom conversations more 
often than formal, documented methods of communication. Although informal 
conversations focused mostly on formal policy, these conversations were not 
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documented for researchers to use when exploring the context of experiences in 
policy implementation . Even when formal policies were clearly written, 
documented, and presented, there was no way to guarantee that a policy would 
be implemented as designed. Without direction from policy designers, 
implementers-who may or may not share similar values, attitudes, and 
perspectives-are left to interpret policy. Therefore, individual perceptions of 
policy, differing types of communication styles, and interpretations of policy 
potentially influence policy implementation. The researchers suggested that with 
a greater amount of reliance on informal communication to transfer information, 
qualitative scholars should continue their investigations into the function and 
influence of informal communication in effective policy development, 
implementation, and any changes that occur between development and 
implementation. 
Research shows that little collaboration exists between policy makers and 
implementers (Burch, 2007; Fink, 2001 ; Malen, 2003; Skok, 1995). Although 
teachers seem to be the ones most responsible for implementing policy, policy 
makers tend to exclude them from the process. There are examples of teachers 
and administrations embracing policy reform, however, little data shows actual 
change or the impact of state education initiatives on student learning (Fink, 
2001; Malen, 2003; Patterson, 2002). Even with clearly written policies and 
teacher and administrative support, there seems to be no method of assessing 
whether any reform is truly successful (Duemer & Mendez-Morse, 2002). 
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Researchers suggest that there is much more work to do in these areas in order 
to get a true picture of whether schools are implementing education reform 
initiatives successfully. 
Arts Integration: School Policy Development and Implementation 
Repeatedly, the research suggested that effective policy development and 
implementation required strong individuals and groups working together to meet 
the needs of the students and schools (Freed-Garrod et al., 2008; Leung, 2008). 
Coordinating the necessary resources to see policy development through to 
completion was essential for successful policy development and implementation 
(Leung, 2008; Leung & Yip, 2008). Values and beliefs of all participants seemed 
to play an important part in shaping and implementing effective school policies 
(Leung & Yip, 2008; Patterson, 2002). I hope to discover if these same results 
will apply to any formal or informal policies developed regarding the use of 
sacred music in public high school music programs. 
In a four-year qualitative case study from 1995-1999, Patterson (2002) 
examined and evaluated the A+ Schools program at Piedmont Elementary 
School in North Carolina in order to discover the perceptions of students, 
parents, and community members about the program. The study brought to light 
the potential difficulty in changing core beliefs of school administrators and 
teachers in order to facilitate real change. Developed by a private arts 
foundation, the A+ Schools program was a thematic, interdisciplinary teaching of 
the arts by integration, experiential learning, and daily instruction in dance, 
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music, visual art, and drama by arts specialists. Using an organizational-cultural 
framework, Patterson found that although the teachers enthusiastically embraced 
the program, classroom observations showed little or no change in teaching 
practices, and teachers were given little support or direction from administration. 
Teachers were willing to participate in the program as long as the requirements 
did not interfere with their own teaching. Other teachers voiced concerns about 
pressure to increase test scores and not having enough time to demonstrate the 
results of the A+ School program. Patterson encouraged educational reformers 
to focus less on changing the structure of education and more on changing the 
attitudes of the individuals expected to implement reform. 
Freed-Garrod et al. (2008) studied arts-focused magnet schools that 
developed integrated arts programs. They conducted case studies at two 
elementary schools, looking specifically at the flexibility and uncertainty inherent 
in national, regional, and local curriculum mandates and supporting legislation, 
leadership or initiatives by individual administrators or teachers, union policies 
and contract language, the diverse cultural contexts of individual schools within 
multi-cultural social settings, and parent initiatives that bring pressure or 
influence for change on local school boards and district administrators. Methods 
of data collection included on-site observations, interviews with teachers, 
administrators, and parents, and reviewing documents related to the creation of 
school policies and procedures regarding music and arts education. Although the 
process of creating and sustaining these arts-based magnet schools involved 
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tensions and differing ideological perspectives between groups, in both schools 
all involved parties working together proved to be a strong influence in curriculum 
policy reform in order to create and sustain these arts-based elementary schools. 
Leung (2008) focused on the effectiveness of the implementation on 
educational change and established a theoretical framework based on various 
policy theories and practices, suggesting that there were six fundamental 
premises for effective policy development and implementation. These premises 
included strong leadership, a school culture and value system that was sensitive 
to the needs of the individual schools , quality managerial coordination that 
emphasized evolutionary planning, continuous and effective communication, a 
collaborative environment, sufficient resources, and adequate provision of time in 
order to effectively implement and sustain any policy innovation. 
In the same study, Leung (2008) investigated the elements of policy 
implementation in two arts-based elementary schools. Leung found that policy 
implementation was a complex process that involved many different 
organizations that must coordinate, negotiate, communicate, and work with 
attitude changes, gather resources, and provide support in a timely, planned , and 
sequenced manner. Ultimately, the beliefs and values of the teachers and 
stakeholders had the greatest effect on what happened in the classroom. 
Leung and Yip (2008) studied the impact of school policies on music 
education in Hong Kong. They conducted case studies in four schools where the 
role and value of music education varied between schools and discovered that 
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the leadership and beliefs of the principal, music teachers, and parent-teacher 
association chair were important aspects of shaping and implementing effective 
school policies. Leung and Yip concluded that although the government's 
education policy provided guidelines, individual school policies had the most 
impact on music programs and resulted in the greatest growth and success. 
Working together to develop and implement policy seemed to be a 
common theme when integrating the arts across the curriculum (Freed-Garrod et 
al., 2008; Leung, 2008; Leung & Yip, 2008). Strong leadership, sensitivity to the 
needs of schools, communication, collaboration, and financial support seemed to 
be important factors in sustained policy reform (Leung, 2008). The same 
collaboration might serve schools that develop and implement formal policies 
regarding the use of sacred music. 
Sacred Music in Public Schools 
New Jersey does not have a policy regarding the use of sacred music in 
the public school curriculum. There is evidence, however, that such policies may 
exist at the local level. Mirabal's (2008) dissertation was a phenomenological 
case study in which the researcher gave third, fourth, and fifth-grade students a 
platform to discuss the issue of learning and singing sacred songs in public 
school. This case study involved two elementary schools outside of the 
researcher's home district-following two lawsuits and heated public debate-the 
district Mirabal studied amended its decade-old policy on the use of sacred 
music. The policy changes affected the entire music program, yet involved no 
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input from the district's music teachers. Mirabal's (2008) findings suggested that 
as long as the teacher presented sacred music in an impartial manner, children 
did not object to learning and singing sacred music, and some even welcomed 
the singing of sacred music as a form of celebration and method of stimulating 
better human relations. It is interesting to note that when the researcher 
requested to conduct this research study, several school districts denied Mirabal 
access. The administrations and school boards expressed concern about the 
"controversial nature of the issue of singing sacred songs in school" (p. 91). 
Plummer's (2003) dissertation was a historical review of policies and 
practices relevant to the use of sacred music in American public schools. 
Plummer sought to discover how music educators addressed the issue of 
choosing sacred vocal music for use in the public school classroom and 
suggested that teachers' interpretations of policy were quite diverse; they 
employed a variety of practical approaches and recommendations and did not 
always follow the prescribed policies. Factors influencing the teachers' decision-
making process included court decisions, school policy, and teachers' classroom 
practices. When teachers chose sacred music, the main considerations for 
selection included balance, sensitivity to community, and objectivity. 
There are few research examples of policy concerning music education 
and the decision to include sacred music in a music curriculum. Music educators 
can refer to the Music Educators National Conference's (1996) policy 
recommendations that read , "The study and performance of religious music 
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within an educational context is a vital and appropriate part of a comprehensive 
music education. The omission of sacred music from the school curriculum would 
result in an incomplete educational experience" (para. 1). In the same statement, 
MENC suggested that in order to remain religiously neutral, music educators 
should select sacred music for its educational, musical, and artistic value, not its 
religious context. Music educators should share and respect the traditions of 
different peoples, taking care not to promote or inhibit religious views, and 
adhering to local schools' policies regarding religious holidays and the use of 
sacred music. 
Summary 
Although there is little research in the area of policy implementation 
concerning sacred music in the public schools, the available research may have 
application to this topic especially when deciding curriculum content based on the 
standards set forth by federal, state, and local governments. The research seems 
to suggest that although policy implementation is a complex process influenced 
by many different organizations, the classroom teacher is most responsible for 
implementing policy (Debard & Kubow, 2002; Elmore, 2008; Grant, 2000; Hill, 
2003; Honig, 2006; Leithwood, Steinbach & Jantzi, 2002; Leung, 2008; Lipsky, 
1980; McDermott, 2006; Mclaughlin, 1987; Watkins, 2008). Policy 
implementation may become difficult because the teachers' individual perception 
of policy, communication style, and interpretation may influence how they 
implement policy and make curricular decisions for the classrooms (Duemer & 
Mendez-Marse, 2002; Goodson, Moore, & Hargreaves, 2006; Henson, 2001 ; 
leithwood et. al. , 2002; McDermott, 2006; Mclaughlin , 1987; Plummer, 2003; 
Tschannen-Moran & Hoy, 1998; Wheatley, 2005). 
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Researchers agree that continued study is necessary in the areas of 
policy development and implementation (Boyd, 1999; Clune, 1993; Fink, 2001; 
Goodson et al., 2006; Henson, 2001; Hope, 2002; Malen, 2003; McDermott, 
2006; Mclaughlin, 1987; Rosenberg, 2006; Skok, 1995; Wheatley, 2005). 
Watkins (2008) specifically recommended more involvement on the part of the 
music teacher in the policy process and in continuing research. Plummer (2003) 
proposed that further research could include surveys of attitudes and current 
practices involving religious music, case studies of several school districts 
struggling with the issues of religious music, and oral histories from stakeholders 
involved in the changing uses of sacred music. In this study, I will address some 
of these very suggestions in order to discover how policy, teacher perceptions of 
those policies, and teacher attitudes about the role of sacred music influence the 
inclusion or exclusion of sacred music in secondary public school music 
programs. 
CHAPTER THREE 
METHODS 
49 
The purpose of this study was to explore how policy, teacher perceptions 
of those policies, and teacher attitudes about the role of sacred music influence 
the inclusion or exclusion of sacred music in public high school music programs. 
In this study, I addressed the following research questions: 
1. What policies regarding the use of sacred music are in place in New 
Jersey public schools? 
2. To what extent are teachers aware of state, district, or other policies 
regarding the use of sacred music? 
3. In what ways are music teachers' decisions to include or exclude 
sacred music in their programs influenced by written or implied 
policies? 
4. What are music teachers' attitudes and perceptions regarding the use 
of sacred music in public schools? 
5. What, if any, other factors influence music teachers' decisions to 
include or exclude sacred music in the curriculum? 
I began collecting preliminary data using a questionnaire to gain an 
understanding of the population in general (Phelps, Sadoff, Warburton, & 
Ferrara, 2005; Phillips, 2008). I used descriptive statistics to summarize this 
preliminary data by percentages of respondents (Colwell, 2006; Orcher, 2005; 
Phelps et al., 2005). I then focused on the detailed experiences of a smaller 
group of participants through individual interviews (Orcher, 2005). 
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The study was qualitative in nature, designed so that I would understand 
the particular contexts that influenced participants' decisions to include or 
exclude sacred music in their music programs (Colwell, 2006; Creswell, 2007). 1 
was not concerned with comparing large groups of participants. I was interested 
in understanding the experiences of a purposefully selected, small group of 
individuals (Orcher, 2005). Interviewing the subjects individually afforded me an 
opportunity to probe deeper into the perceptions, attitudes, and experiences of 
the participants and to present a "close-up picture" of the experiences of each 
subject (Phillips, 2008, p. 83). I described the personal stories of the participants 
in first-order narrative form (Creswell, 2007). 
I conducted this study in two stages. In Stage 1, I sent questionnaires to 
all public high school (grades 9-12) instrumental and vocal music teachers in 
New Jersey who were members of MENC. As part of the questionnaire, I asked 
participants about (a) their awareness of policies regarding the use of sacred 
music in their programs, (b) programming sacred music, and (c) any issues and 
experiences they may have encountered regarding the use of sacred music in 
their programs. After examining questionnaire responses multiple times, I 
identified those individuals willing to participate in individual interviews and 
purposefully selected teachers who represented as many different experiences 
as possible in order to answer the research questions (Maxwell, 2005). 
In Stage, II, I conducted interviews with selected teachers who had 
personal experiences in their school districts in the area of inclusion or exclusion 
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of sacred music in their programs. I compiled, organized, coded, and analyzed 
data using both descriptive statistics and qualitative data analysis in order to 
discover the guiding factors that influenced music educators to include or exclude 
sacred music in their programs and understand the experiences of the music 
educators participating in this study (Creswell, 2007; Phelps et al., 2005). 1 
reported results in both descriptive and narrative form. 
Stage 1 : Survey 
The population surveyed in Stage 1 included public high school vocal and 
instrumental music educators in New Jersey who were members of MENC. In the 
questionnaire, I asked participants about their personal experiences in the areas 
of policy, programming, and potential issues as they related to the use of sacred 
music in their music programs. In this section, I discuss the details of the 
construction and administration of the survey instrument, the recruitment, and 
selection of participants, and data collection. 
Instrument 
The instrument for the first phase was a researcher-designed 
questionnaire (see Appendix A). Participants had the choice to complete either a 
paper questionnaire or an identical, online version at Surveymonkey.com. In 
order to improve and test the design, I piloted both versions with four middle-
school instrumental and vocal music teachers from the school district in which I 
currently teach (Phelps et al., 2005). Two teachers completed the paper version, 
two completed the online version, and each made suggestions to improve the 
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wording and flow of the questioning and to correct an error in the skip logic. 
In the first portion of the questionnaire, teachers consented to participate 
and gave general background information that included their specific teaching 
assignment, school district, county, years of teaching experience, MENC 
membership, and tenure status. Participants then answered questions related to 
school policy including their awareness of any state, district, or building-level 
policy regarding the use of sacred music, if any such policy was readily available 
to them to view, and what they knew of the policy. If no policy were available, 
participants answered whether they subscribed to any personal guidelines and if 
so, explained them. If a policy did exist-written or otherwise-participants 
described the implementation, enforcement, and level of agreement or 
disagreement with the policy. I also asked if they would change the policy, and 
how they would go about making those changes. 
In the second section of the questionnaire, participants answered 
questions about programming sacred music in their curriculum. If participants 
programmed sacred music, I asked them to tell me the percentage of the 
curriculum they dedicated to sacred music and list three pieces of sacred 
literature that they included in the last school year. I then compiled a list of the 
sacred music most programmed by the participants in this study. 
In the final portion of the questionnaire, participants answered questions 
about issues and experiences related to the use of sacred music in their 
programs. Participants described personal experiences regarding their decision 
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to include or exclude sacred music in their programs. If participants faced 
challenges, they explained the origin of the challenge, how they handled the 
situation, and if they had to defend their choice to include or exclude sacred 
music in their programs. Participants expressed their professional thoughts about 
the advantages and disadvantages of including and excluding sacred music. At 
the conclusion of the questionnaire, participants had the opportunity to add any 
additional thoughts about their experiences with sacred music in the public 
schools and if they would consider participating in a future interview. 
Of the 29 questions, eight were forced-choice questions that required 
participants to answer with yes or no responses. Four of the questions dealt with 
demographic and contact information, teaching assignment, MENC membership, 
and tenure status. Four questions were solely open-ended and eight questions 
were a combination of forced-response and open-ended requiring participants to 
describe or explain a yes response. 
The population surveyed included public high school vocal and 
instrumental music educators in New Jersey who were members of MENC. In 
New Jersey, music teachers who are members of MENC are also members of 
the New Jersey Music Educators Association (NJMEA), the federated State Unit 
of MENC (NJMEA, n.d.). In 1951, the NJMEA divided the State of New Jersey 
geographically into three regions (North-Region I, Central-Region II , and South-
Region Ill) (Santoro, 2011 ). At the time of this study, there were 142 public high 
schools in Region I, 105 public high schools in Region II, and 94 public high 
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schools in Region Ill (NJDOE, 2009). 
There were 3,486 schools in New Jersey: 2,475 public schools, 24 charter 
schools, and 987 non-public schools (NJDOE, 2009). At the time of the survey, 
there were 341 public high schools (grades 9-12) in New Jersey. I chose to limit 
the study to public high schools because each has similar governing boards of 
education. Although private and charter schools are responsible for meeting the 
educational standards set by the Department of Education in New Jersey, 
governing bodies of private and charter schools do not necessarily use the same 
method of government or require the same curricular content (NJDOE, 201 0). 
Religiously affiliated schools were not included because one would expect to find 
a program of sacred music. Consequently, these other types of schools are 
beyond the scope of this study. 
Because my intention in this study was ultimately to interview a small 
group of teachers, I decided to limit the study to music teachers that were 
members of MENC in New Jersey. By doing this, I could represent the state as 
equitably as possible when I conducted the interview portion of the study. I made 
this decision for the following reasons: (a) a long-standing system of division of 
the state by NJMEA, (b) the common ground music teachers have as members 
of MENC, (c) similar systems of organization, structure, and governance in 
education, music, and school boards associations at the federal, state, and local 
levels, and (d) the ability to access the population through electronic mail. 
According to MENC (2007), 2,281 music teachers (K-12) in New Jersey 
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were members of MENC. Initially, I planned to use the internet to email 
questionnaires to each of the potential participants. I ultimately chose to mail the 
questionnaires instead because if I used MENC's email list, there would be no 
way to differentiate between elementary, middle, and high schools or how many 
members were currently instrumental or vocal music teachers in the public high 
schools in New Jersey. In addition, at the time of questionnaire distribution, 
MENC did not have an updated count of high school instrumental and vocal 
music teachers for the school year 2009-2010. 
With an exact number of high school instrumental and vocal music 
teachers unavailable, I based my target population on the number of public high 
schools in New Jersey (N = 341 ). Although this negated the practical reason for 
targeting MENC members-access to the population-! still focused on this 
group of teachers for the other reasons already stated. I obtained the names and 
addresses of the 341 public high schools through the New Jersey Department of 
Education (2010). The schools I sent questionnaires to represented all21 
counties in New Jersey and all 3 regions as assigned by NJMEA. 
Procedures 
In order to identify all possible participants, I mailed each public high 
school two questionnaires: one addressed to the current instrumental teacher 
and the other to the current vocal music teacher. In the event there was more 
than one vocal or instrumental teacher in a specific high school, the directions 
instructed the teacher to give the SurveyMonkey link-included in the packet-to 
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any other instrumental or vocal teachers. Although it was impossible for me to 
know if any school districts prohibited their music teachers from participating in 
this study, at no point did any teacher contact me to let me know that they could 
not participate. 
Each survey packet included an invitation to participate (see Appendix B), 
an explanation of the study, and the actual questionnaire along with an option to 
complete the questionnaire online at SurveyMonkey.com. I sent reminder cards 
addressed in the same manner to each public high school 10 days after the initial 
mailing and then again after 3 weeks (see Appendix C). The link was also 
included on the reminder cards in the event that the teacher misplaced the 
original questionnaire packet. At the conclusion of the questionnaire, participants 
read an explanation of the interview portion of this study. Based on that 
information, if teachers were interested in participating in these interviews, they 
provided further contact information. The questionnaire administration and 
collection portion of the study took five weeks to complete. 
I did not include any identifiable data such as contact information or school 
names in this study. I maintained the confidentiality of the participants and their 
school districts by assigning each school a letter and number code. Letters 
represented county abbreviations and numbers represented the alphabetical 
order in which I sent the questionnaires to each school. The assignment of 
additional letters distinguished gender and teaching assignment. 
In survey research, response rates vary and. mailed questionnaires often 
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have poor response rates (Orcher, 2005). In order to encourage participation, 1 
supplied each participant with a self-addressed, stamped envelope. If 
participants chose to complete the questionnaire online, SurveyMonkey 
automatically recorded and saved the participants' responses. I manually 
transferred completed paper-questionnaire responses into SurveyMonkey so that 
data was stored together. I downloaded the data into a Microsoft Excel 
spreadsheet that included the participants' responses to the questions as well as 
the participants' names, school districts, counties, teaching assignments, and 
contact information. I kept this file in a secure location to protect confidentiality. 
Stage 2: Interviews 
Stage 2 of this study began by examining the questionnaires and 
identifying those individuals willing to participant in individual interviews. The 
interview participants must have indicated that they had some personal 
experience in their school districts in the area of inclusion or exclusion of sacred 
music in their programs. Of the 67 survey respondents, 56 said they were willing 
to participate in an interview. 
After I administered the questionnaire, but before the interviews began, 
one teacher transferred schools, one resigned, and one retired, making them 
ineligible to participate; these events narrowed the pool of possible participants to 
53. Although many respondents gave detailed explanations and shared a variety 
of experiences, only 25 respondents met the majority of the criteria for 
participation. 
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Selection of Interview Participants 
I purposefully chose participants based on the scope and depth of their 
experiences as reported in their questionnaires (Maxwell, 2005). Purposeful 
selection is the process in which the researcher selects participants because 
they have information that can help answer the research questions in a study and 
represent a population and its experiences. Due to the depth of understanding 
sought, Orcher (2005) recommended that for a qualitative study, researchers 
should choose a small sample to participate in interviews. Explaining that the 
average sample size was 14, Orcher said, "An important concept in determining 
sample size in qualitative research is saturation. In other words, the point of 
saturation (also known as the point of redundancy) is the point at which a 
researcher judges that adding additional participants will not provide additional 
insights into the research topic" (p. 106). 
I based the selection of interview participants on a specific set of criteria. I 
chose participants who were aware of policy in some form whether written , 
implied, or personally developed and those who met with a challenge or needed 
to defend their inclusion or exclusion of sacred music from their curriculum. To 
maintain a balanced, representative sample, I considered gender ratio, years of 
experience and tenure status, primary teaching assignments, and participants 
who offered additional comments that would ultimately help answer the research 
questions. Finally, when participants reported similar experiences, I chose to 
include the music educators with the longest career tenure. 
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In order to have a representative sample, I made sure to include at least 
one instrumental and one choral teacher from Region 1-North, Region 11-Central, 
and Region Ill-South as designated by NJMEA (Santoro, 2011). I was able to 
contact all potential participants in Region I (5}, all but one in Region II (3 of 4} , 
and all but one in Region Ill (4 of 5) . Of the five in Contact Group Ill, two of the 
possible participants in Region Ill were included only to represent the county in 
which they taught. All the possible additions only commented on subscribing to a 
personal policy. Each answered the questions about the advantages and 
disadvantages of including and excluding sacred music from their programs and 
two participants added other additional thoughts at the end of the survey. These 
individuals gave very clear and detailed descriptions in their surveys and 
conducting additional interviews would yield no additional information. 
With the questionnaire participants separated by region , I placed them into 
three contact groups and assigned those participants who offered the most 
details, interesting stories, experiences to Contact Group 1. I called and emailed 
all possible participants to introduce myself, remind them of the study, their 
willingness and consent to participate, and gave my contact information again so 
that I could then set up an interview (see Appendix D). If I did not receive a 
response in five days, I called and emailed again. In the event that a respondent 
was unavailable or did not return my email or phone call, I moved to a second 
and third contact group and repeated the process. I was able to contact and 
conduct 10 interviews with teachers from Contact Group 1, one with a teacher 
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from Contact Group 2, and one with a teacher from Contact Group 3. I contacted 
these individuals, coordinated schedules, and met each at the location of their 
choice. I ultimately interviewed 12 participants that represented 12 of the 21 
counties, included 5 instrumental and 7 vocal teachers, and 6 male and 6 female 
teachers. I contacted each and scheduled times to meet and at locations most 
convenient and comfortable for each individual participant. 
Interview Protocol 
In the interview portion of this study, I interviewed each participant once, 
face-to-face, using a semi-structured protocol (see Appendix E). Each interview 
was approximately 60 minutes in length and audio-recorded using both an iPod 
and a hand-held cassette recorder. Using guided, open-ended questioning, the 
individual interviews served to expand upon the participants' questionnaire 
responses, examine their experiences, and discover the situations that 
influenced those experiences (Creswell, 2007). 
Prior to conducting the interviews, I piloted the interview protocol with one 
instrumental teacher and one vocal teacher from the school district in which I 
currently teach, who were ineligible to participate in the interviews (Phelps et al., 
2005). Each had the opportunity to suggest changes to the interview protocol 
such as additions, deletions, and the re-wording of questions (Orcher, 2005). 
I re-visited several of the participants' questionnaire responses regarding 
policy and programming and offered participants an opportunity to expand upon 
their responses. For the majority of each interview, I addressed the third section 
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of the questionnaire related to potential issues and experiences. I was interested 
in the details of the participants' experiences with sacred music in their programs 
and factors influencing the participants' curricular decisions. 
Participants shared their thoughts about the use of sacred music in public 
school music curricula and elaborated on their responses to policy and 
programming questions. Participants described their various teaching 
assignments and detailed their programming methods. We discussed each 
school's socio-economic and religious make-up as well as the participant's 
personal religious belief or non-belief system in order to determine whether that 
system had any influence on the teachers' decisions to include or exclude sacred 
music from their curriculum. I asked participants to describe their experiences 
with anyone who questioned their use-or lack of use-of sacred music in their 
curriculum and the details of those experiences, including who was responsible 
for the challenge and explaining in details, their responses to the challenge. We 
discussed department responsibilities and any responsibilities to school 
administration regarding curricular choices and concert programs. All the 
participants discussed and expanded upon their questionnaire answers regarding 
the advantages and disadvantages of including and excluding sacred music in 
their music curriculum. Finally, I asked participants if they had anything else they 
would like to share about their experiences regarding the use sacred music in 
their public school music programs. 
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Data Analysis 
I collected, organized, and analyzed the data using SurveyMonkey 
(SurveyMonkey.com, LLC) and HyperRESEARCH (Researchware, Inc.). I 
reviewed the data several times in order to discover information that applied to 
the research questions as well as any other interesting information that related to 
this study. I focused on specific, individual experiences as well as those that 
were common to all the participants. To ensure confidentiality and anonymity, I 
assigned pseudonyms to each interview participant and changed the names of 
each participant's school and school district. At no point did I share my own 
experiences or the contexts that influenced those experiences during the 
interview (Creswell, 2007). I summarized and presented the descriptive statistics 
using percentiles and reported open-ended data in narrative form. 
I transcribed the recorded interviews using the computer software Dragon 
Naturally Speaking 11 .0 and shared the participants' interview transcripts with 
them in order to review their responses and make changes, add comments, or 
clarify previous responses. This type of member checking ensured accuracy in 
the transcriptions (Phelps et al., 2005). I reviewed the data several times in order 
to discover information that applied to the research questions as well as any 
other interesting information that related to this study. I focused on specific, 
individual experiences as well as those that were common to all the participants. 
I designed the questionnaire and interview protocol with the intent of 
coding the data into organized segments. Maxwell (2005) said, "The goal of 
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coding is not to count things, but to 'fracture' the data and rearrange them into 
categories that facilitate comparison between things in the same category and 
that aid in the development of theoretical concepts" (pg. 96). While reflecting on 
the data, I assigned codes and arranged the data into categories in order to 
organize information, compare data, and develop broader themes (Maxwell, 
2005). I coded open-ended responses for information that was conceptually 
interesting or unusual. The coding schemes represented stories, individual and 
collective experiences, and the context of those experiences as they emerged 
throughout the study (Creswell, 2007; Orcher, 2005). 
For the interview portion of the study I transferred the data to the software 
HyperRESEARCH where I used many of the same codes from the survey portion 
of this study as well as several others when arranging the data into categories in 
order to organize information, compare data, and develop broader themes 
(Maxwell, 2005). The coding schemes represented the detailed stories, individual 
and collective experiences, and the context of those experiences as they 
emerged during the interview portion of this study (Creswell, 2007; Orcher, 
2005). 
I began my analysis by organizing the data into six large, organizational 
categories in preparation for more detailed analysis (Creswell, 2007; Maxwell, 
2005). I assigned a preliminary set of codes to the same six main topics including 
participant's knowledge of any type of policy regarding the use of sacred music, 
the rationale for programming music, potential issues and experiences of each 
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participant, advantages and disadvantages of including and excluding sacred 
music in public school music programs, the value of including or excluding 
sacred music in the music curriculum, and any additional comments about 
participant's experiences with sacred music in the public school not already 
addressed. I continued re-reading the data and within each of the six categories, 
I assigned detailed codes to categorize participant responses. In the interview 
analysis, many of the same factors emerged as well as several others. I again 
grouped similarly related codes together in order to discover relationships-if 
any-between the participant's responses. 
In the following chapters, I present the questionnaire and interview results. 
1 will describe the participants in detail, address each of the major sections of the 
questionnaire and interview protocol, and report the findings based on the coded 
data and their application to the research questions. I will report results in both 
descriptive and narrative form. 
CHAPTER FOUR 
SURVEY RESULTS 
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In the survey portion of this study, participants answered questions about 
their perception of state and local school district policies and the implementation 
of those policies. Participants explained how they program sacred music into 
their curriculum and describe their experiences as they related to those choices 
and decisions. In the questionnaire, I addressed each research question by first 
asking for general information, and then specific questions about each 
participant's personal experiences. 
Data for Stage 1 of this study originated from the survey packets I sent to 
all 341 public high schools in New Jersey. The 341 schools represented the 21 
counties in New Jersey and the three regions (North-Region I, Central-Region II, 
and South-Region Ill) as assigned by NJMEA (Santoro, 2011). I received survey 
responses from music teachers in 19 of the 21 counties and 63 individual 
schools, which accounted for 18.5% of the total number of possible participating 
schools. I did not receive responses from one county each from Region I (North) 
and Region II (Central). In four schools, both instrumental and vocal music 
teachers responded for 67 total participants. I decided to include each of their 
responses individually because when I compared schools with multiple 
respondents, I found that although the participants agreed on many points, the 
music teacher's written responses and experiences differed. 
I present the data collected for the survey portion of this study in three 
sections, with each section representing the three major categories of the 
questionnaire. In the first section, I report on participants' perception, 
understanding, level of agreement, and implementation of school policy 
regarding the use of sacred music in the schools at the state, district, and 
building levels. I include descriptions of any implicit or understood policies 
prescribed by participants' districts or building administrators as well as any 
personal guidelines participants followed regarding their use of sacred music in 
their programs. 
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In the second section, I report on the approximate percentage of sacred 
music from the Judea-Christian tradition that had explicitly religious references-
whether textual or otherwise-that participants dedicated to their curriculum and 
programming choices. Additionally, I list the pieces of sacred literature that 
participants reported as most often programmed, and with that information, 
compile a list of the most common pieces of sacred literature included in public 
school music curriculum. 
In the third section, I report the details of any issues and experiences of 
the participants concerning the inclusion or exclusion of sacred music in their 
curriculum. I then describe any challenges participants faced concerning their 
decisions to program or not to program sacred music in their curriculum and their 
rationale for including or excluding sacred music in their curriculum. 
Demographics and Background Information 
In order to participate in this study, all participants needed to respond to 
the first set of demographics questions, read the enclosed consent form, agree to 
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participate, and provide additional background information about their school, 
teaching assignment, years of teaching experience, and tenure status. Of the 67 
respondents, 36 were male, 21 were female, and 10 chose not to answer. The 
average years' experience among the respondents was 15.1 (Md = 13.5) years 
and 48 respondents had achieved tenure status. Respondents included 37 
instrumental teachers and 30 vocal music teachers. Of the 37 instrumental 
teachers, 30 taught band exclusively, 5 taught orchestra exclusively, and 2 
taught both band and orchestra. 
Perception of Education Policy 
In the second portion of the questionnaire, participants described their 
perception of state, district, or building-level policy and their attitudes regarding 
the use of sacred music in the public high schools in New Jersey. Where there 
was a written policy, participants were asked (a) if the policy was available to 
review, (b) who was responsible for enforcing the policy, (c) if the participant 
agreed with the policy, and (d) if they would change the policy if given the 
opportunity. Participants described any implicit or understood policies in their 
districts or buildings and if they subscribed to any personal guidelines regarding 
the use of sacred music in their music programs. 
State, District, and Building-level Policies 
In all of my research, I found no policy in the State of New Jersey 
regarding the use of sacred music in public schools. Five participants (7.6%), 
however, believed that there was some form of state-level policy. When 
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describing state-level policy for the use of sacred music in the public schools, 
those participants' responses ranged from having no restrictions for using sacred 
music to being able to include, discuss, and perform sacred pieces of music as 
long as it fulfilled the goals of the curriculum, or taught culture and history. When 
I asked participants how they knew of the state policy they were describing, none 
could point to a specific source. 
The majority of participants (n = 62) responded that they were not aware 
of any state-level policy. Without further questioning, it was impossible to 
determine whether they knew that there was no policy because they had 
experience with school policy or whether they were guessing that there was no 
state-level policy regarding sacred music in public schools. I explored this topic in 
detail in the interview portion of this study. 
Five participants suggested that there was a state-level policy regarding 
sacred music. When asked to describe the policy, responses varied. One 
participant thought the state policy read, "Music may be performed and 
discussed to fill the needs of the curriculum." A second participant said, "It's 
[sacred music] used to teach culture and history and not for religious purposes." 
A third participant said that the state policy said that, "We may do any sacred 
music as long as it is not deemed as the 'correct' way of thinking. We may 
discuss the religious attributes, but not preach the religion." Again, in all of my 
research, I did not find a state policy on the use of sacred music. 
At the district and building levels, 9% of participants (n = 6) representing 
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six individual schools (9.5%) were aware of some form of formal policy. 
Respondents in four districts said there was a policy available for review. 
Descriptions of district and building level policies included limiting sacred music 
to the "master works of the repertoire" and including sacred music if there were 
an "educational justification for it and if your concert is balanced, representing 
different religious views." In one school , to ensure a balanced program, music 
teachers (n = 3) submitted their repertoire for review and approval by their 
department supervisor prior to each concert. 
District and building policies allowed music educators to program sacred 
music in the curriculum but with varying levels of accountability. When I asked if 
the policy was enforced, two participants responded that "yes" their district 
enforced the policy, and another three responded that their district enforced it 
"sometimes." Because it was impossible to determine how often an 
administration enforced a policy if the participants chose the answer 
"sometimes," I addressed this question again in the interview portion of this 
study. Participant responses showed that the responsibility for enforcing policy 
fell primarily on the classroom music teacher. Similar to available research, 
responses also showed that music or curriculum supervisors, principals, 
superintendents, and one unspecified other played a role in enforcing the school 
policy (Grant, 2000; Leung, 2008; Lipsky, 1980; Watkins, 2008). 
Districts had varying ways of handling the use of religious material and 
sacred music in their curriculum. One district held special religious sensitivity 
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meetings to discuss the use of all types of sacred refE;!rences, musical or 
otherwise. In another district, a participant described a situation in which an 
Orthodox Jewish parent challenged a kindergarten music teacher for including 
"Silent Night" in the elementary school's concert program. The board of 
education referred to a "Supreme Court ruling and found the teacher's program 
was balanced. Silent Night remained." The teacher did not indicate the specific 
court ruling used in this situation. 
In other districts, school policies did not refer to sacred music specifically 
but instead included the general use of "cultural, ethnic, or religious themes in 
our educational program. These policies, along with all district policies, are 
posted online, and staff has to confirm receipt of information regarding this." 
In the following examples, school policies allowed for the study of sacred 
music. This respondent described the situation that prompted the development a 
policy regarding the use of sacred music. 
The high school music department was questioned by an elementary 
principal on the use of the song "The Lord Bless You and Keep You" in a 
district wide concert. When we explained that so much of music is 
religious in nature-for example, Bach was a church musician-and that 
we would have to exclude so much of our historical repertoire if we could 
not include any religious music, our present policy was formulated-have a 
balanced program. 
In another school, the participant explained that students study and rehearse 
sacred music, but do not perform sacred music at the winter concert. 
In our district, we are allowed to study and rehearse anything we want, 
including religious music. We simply cannot perform it during the "holiday 
season." Meaning, if we wanted to perform sacred music in May we would 
be allowed. Weird, I know! 
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The data showed that not all participants agreed with their own school's 
policy whether formal , informal, or understood. Agreement among participants 
also differed in each of the four schools with multiple respondents. Seven 
participants agreed with their school's policy, and 32 responded that they 
disagreed with their school's policy. Of the 67 respondents, 28 skipped the 
question , so I could not determine if these participants were aware of any school 
policies or if they agreed or disagreed with any such policies. Although one 
participant disagreed with his school policy's complete exclusion of sacred music 
in the winter concert, he appreciated not having to include all religions in the 
choice of literature saying, "We are not allowed to perform music that may be of 
religious significance ... but it also means that we don't need to adopt an 'all or 
nothing' approach, either." 
Two other participants offered comments that supported the value of 
sacred music. One participant explained, "Sacred music is some of the greatest 
music ever written. Administrators do not know that composers were forced by 
the church to write this music in that way," and another commented that, "Music 
is music, religion is religion. Just because you sing a Jewish song doesn't mean 
the Catholics-singing or playing-have to convert. " 
The lack of policy regarding the use of sacred music in public schools was 
frustrating to some teachers. Two participants voiced their frustration in trying to 
attempt to either include all religions or remove all signs of religion from their 
curriculum. One participant commented that, "I am seriously considering leaving 
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the public schools because we are required to teach as though God does not 
exist and that God can be ignored in day to day life. This is simply telling 
students a lie." It was frustrating for another participant to have to include all 
religions in the program. 
It is all in how we use and present it. It is not really about text for the music 
teacher, but about repertoire knowledge and genre specific understanding. 
To create a concert program that represents every faith on earth is about 
being politically correct, not teaching about the structure and significance 
of historical music. It strictly serves music arrangers and publishers! 
Jones (2008) suggested that it is possible that schools have policies 
regarding the use of sacred music and teachers are just not aware of these 
policies. I could not determine from the data whether teachers were just not 
aware of their school's policy or if there truly was no policy. What is clear is that 
New Jersey schools handle the issue of religious material and sacred music 
policy-formal or informal-in different ways. Classroom teachers were 
implementing what little policy existed with varying levels of accountability and 
support of formal school policy, which placed the burden of implementation on 
the teachers, forcing them to justify their curricular choices. 
Desire for Policy Change 
Watkins (2008) suggested that teachers felt powerless to influence policy 
because there were few opportunities for them to be involved in the policy 
process. Several teachers I surveyed, however, said if given the opportunity, they 
would be interested in becoming involved in policy development. 
When I asked participants if they believed there should be a written policy 
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regarding the use of sacred music in the curriculum or if they wanted a current 
policy changed, only four participants thought there should be some policy in 
place. They suggested that a policy would be acceptable if it aligned with the 
school's music curriculum, focused on the value of sacred music in terms of the 
development of western music, was appropriate for the development of young 
musicians, and was sensitive to the needs of students by offering some form of 
religious exemption. 
Implicit or Understood Policy 
Thus far, I have discussed the perception and understanding of state, 
district, and building-level policies regarding sacred music in public schools. The 
data showed, however, that not all policies were explicit. Based on the survey, I 
found that in New Jersey, a lack of formal policies existed regarding the use of 
sacred music at various state, district, and building levels. What did exist was 
often informal, understood, and vague. From the data, several factors emerged 
regarding the criteria used when choosing to include or exclude sacred music in 
the public schools. Teachers reported these criteria whether the policies were 
formal, informal, or personal guidelines created by the teacher themselves. 
When asked if there is an implicit or understood policy in their school 
districts or buildings, 58% (n = 39) of participants acknowledged that there is 
some type of understood school policy regarding the appropriate use of sacred 
music in public school music programs. These participants represented 55% of 
the reporting schools (n = 35). Of the four schools with multiple participants, the 
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teachers in three of those school reported that they had an implicit policy. 
The open-ended questions in this portion of the questionnaire allowed 
participants to offer their personal philosophies, information, opinions, and 
thoughts and after I coded these responses, several themes began to emerge. 
Participants suggested that the inclusion of sacred music in music programs 
should meet certain criteria. These included balance, sensitivity, communication, 
and objectivity. I also found that participants agreed on balance in choice of 
literature, inclusion of sacred music without devotional or religious purpose, 
musical, educational, and historical value of sacred music, teacher inclusivity and 
sensitivity, and choosing literature based on text. 
As I coded the data, I found that the participants' most common response 
was that their districts expected balance and variety in their choice of literature. 
One participant commented that, "Christmas and Chanukah selections must both 
exist on our winter concert." Although holiday music was the most cited genre of 
sacred music, there seems to be an agreement among the participants that a 
balanced program should include "Jewish, Christian, secular, and music of other 
religions. " The following response articulates this theme of balance: 
It is understood that the great classics of Sacred Music provide a basis for 
choral literature. It is also understood that any program chosen should 
reflect a balance between sacred and secular music, and should be as 
inclusive as possible. 
Some participants reported that including sacred music in the curriculum 
was valuable as long as the goal was not the devotion or promotion of any 
religion. The consensus among the participants was that music teachers should 
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teach sacred music in its musical, historical, and cultural context. For example, 
one participant commented, "So long as I don't tell the students what to believe 
or that one belief is right and others all wrong, music is music no matter what the 
text." 
Because teachers used sacred music as part of a broad spectrum of 
music, I found that participants chose to study and perform sacred music for its 
intrinsic value and not for its religious meaning. In many districts, it was tradition 
to present Handel's Messiah as part of their winter concerts. Other schools also 
performed this work in conjunction with local churches, without issue from their 
school districts because as one participant explained, "The implied policy is that 
we sing or play music for its musical value, not its religious content . . . focus is 
on the music not the religion." Another participant described the understood 
policy in their district and said, "Students are not required to believe the words 
found in the sacred works; however, sacred works are still performed because 
they are worthwhile pieces of music." 
Overwhelmingly, teachers reported that sacred music was educationally 
and musically valuable. Participants agreed that they based their choice of 
literature on curriculum standards that taught sacred music in the context of its 
musical, educational, historical, and cultural value. For example, one participant 
explained, "The ability to justify selections for their educational purposes or core 
content curriculum seemed to be the over-riding requirement." 
Many participants agreed-as Alexander (1988) suggested-that they 
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must carefully consider their community's cultural and religious makeup and be 
as sensitive, respectful, and inclusive as possible. A small group of participants 
(n = 1 0) reported that teachers should be sensitive to the needs of the students 
and work to include the study of repertoire of other religions and cultures. For 
example, one participant said: 
Should we choose to use sacred music, we must be sure to include as 
many other cultures and/or religions in the same program. The diversity in 
such a program goes over to our public much better that way, and the 
perception is that we are not promoting one religion/culture over any other. 
Though teachers were asking students to participate in the experience of 
varied types of repertoire rather than believe the words, the music teachers still 
carefully considered the text of a composition when programming sacred 
literature. Several participants (n = 7) voiced the concern of their administrations 
that they avoid some text that specifically says the name Jesus. One participant 
explained that when Latin text included Jesu, however, it was acceptable 
because it involved the use of foreign language. 
Personal Guidelines 
Many participants developed their own personal guidelines when deciding 
to include or exclude sacred music from their programs. I found that the same 
factors influencing teachers from schools that have formal, implied, or 
understood policies influenced their personal decisions to include or exclude 
sacred music. Additional factors emerged including a need for an exemption 
policy, the desire to avoid personal conflicts, and community awareness. 
Teachers developed, implemented, and enforced personal guidelines 
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themselves. They believed that they were the best qualified to make curricular 
decisions for their students, yet they were aware that they may be challenged 
regardless of their decisions to include or exclude sacred music. In most cases, 
they held themselves accountable for implementing and enforcing these personal 
guidelines. 
Leung & Yip (2008) suggested that personal beliefs and values influenced 
policy development, so when I asked participants if they subscribed to any 
personal guidelines when choosing literature that included sacred music, I was 
not surprised to find that 80% (n = 52) responded that they did follow a set of 
personal guidelines. They also held themselves accountable for implementing 
and enforcing these personal guidelines. One participant described his personal 
guidelines and said: 
We have all different religions here, and I find if you make a well-rounded 
program, no one cares. What I say to my students is that if you are 
religious and get more out of this, great. If you only enjoy the harmonies 
and not the theme, that is great. 
A few teachers programmed as much sacred literature as they saw fit and 
believed that they were best qualified to determine the literature for their 
ensembles. Other teachers restricted the number and variety of sacred pieces 
programmed. Participants' comfort level also influenced their personal guidelines. 
For example, one participant explained, "If it makes me uncomfortable, I don't 
program it." 
Where text may be an issue, there were some (n = 7) who believed as one 
participant did: "So long as I don't tell the students what to believe or that one 
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belief is right and others all wrong, music is music no matter what the text." Two 
other participants commented that, "Unless vocals are involved, then we are 
conscious to be moderate in the number or works programmed" and "I try to stay 
away from 'Jesus Christ.' To me, all else is good." 
When reporting their personal guidelines regarding the use of sacred 
music in their programs, most teachers agreed that sacred music was part of a 
well-balanced program, and the choice of literature must be educational and 
musically valuable. They felt that although discussing the historical and cultural 
context of the piece and its composer was important, teachers must be careful 
not to offer personal opinions for or against any religious belief system. 
Participants also believed there should be no discussion of any particular religion 
in the classroom, and that they should be inclusive and sensitive to the needs of 
the students when choosing to program sacred music. As one participant 
commented, "It is a careful balancing act that must be followed, but the inclusion 
of this music is far too important to a well-rounded program to ignore it." 
When describing their personal guidelines, participants most often 
reported the theme of balance when choosing of literature. Some considered a 
balanced winter program as one that included both Christmas and Chanukah 
music. Others defined a balanced program as one that represented different 
religious views and performing music of various religions. Others described a 
balanced program as one that included both sacred and secular selections. One 
participant said, "I believe that there is a place for sacred music in the public 
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school, but its place should be in balance and proportion to the other types of 
choral music found in the program." 
Participants selected quality literature that taught the value of music from 
an aesthetic, historical, and cultural point of view, and most participants (n = 61) 
included sacred music as part of their programs. One participant described the 
role of students when singing sacred music: "Their job is to be an actor whether 
or not they believe what they sing." 
There seemed to be a variety of religions represented among the public 
school students in New Jersey, with some teachers (n = 15) reporting that 
recognizing and honoring religious diversity and performing music from various 
religious cultures increased understanding and appreciation of all musics among 
students. One participant explained, "I am careful to understand others' 
viewpoints and have a valid educational , cultural, and historical reason for 
programming any composition." Another participant was very sensitive to 
students' needs, considered their opinions when programming literature, and 
said: 
As long as all students are comfortable with singing sacred music, I will 
program it on my concerts. I feel strongly that all students should sing at 
all times and that there is other music that can be chosen to fulfill the 
curriculum. 
This example came from a participant whose school held religious sensitivity 
meetings: 
This is where the religious sensitivity comes into play. I am sensitive to the 
fact that there may be some-not too many, I might add-that are either 
not religious, or have a different system of beliefs than the majority in the 
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chorus. Our district is not very diverse, but this is not a reason to look the 
other way. 
Music teachers in this study created balanced programs and were 
sensitive to the various students' religious needs; however, several of the same 
teachers also voiced their desire for an exemption policy-a policy that would 
give a student permission not to participate in an activity based on religious 
needs. I did not directly ask participants whether their schools had such a policy, 
yet this unexpected idea of an exemption policy emerged from the data as 
participants had the opportunity to express their personal policies. None of the 
participants reported having any such school-level policy in place, and again, due 
to a lack of policy, teachers created their own exemption policies. 
The primary method by which respondents exempted their students was 
allowing them to refrain from playing or singing a particular piece. Other 
examples of types of exemptions included having students turn pages for the 
accompanist, sit quietly during their ensemble's performance, or leave the stage 
during the performance. In some cases, students sang the choral part without the 
text. 
A few participants reported that when a student voiced concern about a 
particular piece, the teacher and student or parent had a discussion and agreed 
on a method of exemption, which avoided any further conflict. Repeatedly, 
teacher's communication skills and flexibility helped to reconcile conflict, and 
showed sensitivity to student needs. One participant explained that, "You just 
have to be flexible. We did 'Oh Come All Ye Faithful' last Christmas, and my 
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student who is Muslim asked if he could not sing it. Fine by me." 
There were also those music educators who did not program any sacred 
music in order to avoid any potential conflict. Several participants commented 
that their school moved December concerts to January in order to avoid any 
Christmas-related music. A few music teachers changed the titles of some pieces 
in order avoid conflict. For example, one participant said , "I did change hymn to 
theme on our marching band show this year to avoid potential conflicts." Another 
participant tended not to perform any sacred music explaining that, "As much as I 
want to perform sacred music, I tend not to perform any in my large ensembles. I 
will play some sacred literature in my chamber ensembles." 
Several music teachers responded that community awareness was a 
guiding factor when programming sacred music (Plummer, 2003). They voiced 
the need to understand the attitudes and beliefs of their community. In this 
example, the participant was very aware of the community's religious make-up, 
and said : 
I think, generally, you need to consider the community. How many 
churches and the role the churches play in the community. If students are 
brought up with lots of church experience, sacred music is more 
respected , and accepted. 
In another community, where 40% of the population was Jewish, one 
participant tried not to program music with references to Jesus with the exception 
of African American spirituals. In a third community, however, there was an 
expectation that there would be Christmas and other holiday songs at their 
concert. In each of these communities, the music teachers were aware that when 
programming literature, they should take into consideration the community's 
religious and cultural make-up. 
Programming Questions 
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The second portion of the survey involved discovering whether 
participants actually included music from the Judea-Christian tradition in their 
music programs and curriculum. I asked participants to approximate the 
percentage of their curriculum and programming choices dedicated to sacred 
music. I also asked participants to list three pieces of sacred literature that they 
programmed in the past year. From this information, I was able to compile a list 
of the sacred literature most often programmed by participants in both 
instrumental and vocal music programs in New Jersey. 
Most (92%) of the respondents programmed sacred music. Of those that 
did (n = 61 ), 41 participants dedicated less than 25% of their literature to sacred 
music. Fifteen participants dedicated 25-49% of their curriculum to sacred music; 
four participants dedicated 50-74% of their curriculum to sacred music; and one 
participant dedicated 75-100% of the curriculum to programming sacred music. 
Although not vital to this study, I was curious to find out the most 
frequently programmed literature in the public school music programs in New 
Jersey. Table 1 represents the repertoire most programmed in vocal and 
instrumental music curriculum. Due to the different types of ensemble groups, the 
responses from instrumental and vocal music teachers were different with the 
exception of the "Hallelujah Chorus" from Handel's Messiah. 
Table 1 
Most Programmed Sacred Literature 
Vocal Music 
"Hallelujah Chorus" from the Messiah, Handel 
"Gloria in Excelsis Deo" from Gloria, Vivaldi 
The Lord Bless You and Keep You, Lutkin 
Ain't That Good News, Hogan 
Baba Yetu (Swahili Lord's Prayer), Tin 
Elijah Rock, Hogan 
"Gloria" from Missa Kenya, Basler 
Praise His Holy Name, Hampton 
Instrumental Music 
"Halleluiah Chorus" from the Messiah, Handel 
Chorales, Bach 
Eternal Father Strong To ·Save, C. T. Smith or arr. Edmondson 
Jesu, Joy of Man's Desiring, Bach 
Holy Night, Adam or Custer 
Russian Christmas Music, Reed 
Silent Night, arr. Mercy Me or unknown 
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This portion of the questionnaire was devoted to the topic of programming. 
The data collected helped me identify those participants who would become 
potential candidates for interviews. Ultimately, I was interested in discovering 
participants' method of programming literature, how much music would be sacred 
in nature, how they went about teaching these pieces of literature, and if any of 
their decisions caused them to experience conflict. I address these topics in 
detail in the interview portion of this study. 
Issues and Experiences 
The third section of the survey addressed participants' issues and 
experiences concerning the inclusion or exclusion of sacred music in their music 
programs. I asked participants if there were times they had to defend their 
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decisions to include or exclude programming sacred music, and if so, (a) who 
initiated the challenge, (b) the details of the challenge, and (c) the resolution and 
outcome of the challenge. Finally, I asked all participants, in their professional 
opinion, to describe the advantages and disadvantages of including and 
excluding sacred music in their music programs, as well as to provide an 
opportunity to add any additional comments that pertained to the use of sacred 
music in their music programs. 
The results of this survey showed that of 67 participants, 18 (31. 7%) 
received some sort of feedback regarding their decisions to include or exclude 
sacred music from their programs. Some of those 18 music teachers reported 
that they received praise for their inclusion of sacred music, whereas others met 
with challenges for their lack of inclusion of sacred music. In one instance, the 
administration, parents, and members of the community commended a music 
teacher for including sacred pieces in the choral repertoire. Although one 
participant's principal wanted more Christian sacred holiday music to be 
included, the teacher decided to disregard the request because, "I felt it was not 
appropriate given the 40% Jewish population in my class." 
Most of the complaints, however, involved questioning a teacher's 
decision to include sacred music in the program. Participants reported that 
complaints and concerns originated from parents (n = 5), students (n = 6), 
administrators (n = 5), community members (n = 3), and clergy (n = 1). Because 
of these types of complaints and a general lack of written policy, most of these 
teachers reported that they were responsible for defending their decisions and 
justifying their choices of literature. 
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After receiving a complaint from a community member, one participant 
said, "One community member thought 'Hallelujah' included in a Hanukkah piece 
was not 'Jewish.' I referred to a passage in Psalms that has that word in it." Other 
music teachers cited musical, historical, and cultural content, theory, and 
Supreme Court rulings when defending their decisions to include sacred music. 
No participants reported more than a few situations in which they had to 
defend their decision to include or exclude sacred music from their programs. In 
the careers of the music teachers in this study, only a few individuals challenged 
the teachers' use of sacred music, but the intensity of the challenge made an 
obvious impression on the participants. There may be other examples that 
participants just did not include in their questionnaire responses. I will discuss 
this further in the following chapter. 
Advantages and Disadvantages of Including or Excluding Sacred Music 
In the final portion of the survey, I asked participants to share the 
advantages and disadvantages of including or excluding sacred music in their 
music programs. Teachers overwhelmingly reported that the greatest advantage 
to excluding sacred music was avoiding potential conflicts, complaints, 
controversy, the appearance of exclusion of particular religions, and the risk of 
student discomfort or offending students, parents, administration, and community 
members. 
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One participant commented, "The exclusion of sacred music is obviously 
the easiest protection for the teacher from allegations of 'pushing' a particular 
religion or creating an unbalanced/hostile environment in the classroom." Another 
participant voiced concern that because he received few complaints, excluding 
sacred music would only be "appeasing the minority." Yet another participant 
said, "The only advantage I see is dumbing down music education for the sake of 
being politically correct." Another nine participants responded that they saw no 
advantage in excluding sacred music from the curriculum. 
When asked about the disadvantages of excluding sacred music from 
their programs, participants' responses focused mainly on the loss of a 
tremendous amount of music literature from history dating back to Gregorian 
chant and limiting the scope of musical experiences, especially in the choral 
tradition. They seemed to agree that it would be a challenge to expose students 
to a wide variety of music without including sacred music. One participant gave 
the following example, "If you exclude sacred music, you are leaving out a huge 
portion of music that students should be learning. It would be like studying 
American history, but not discussing the Louisiana Purchase." 
Music teachers in this study reported that much of the development of 
music found its roots in sacred music. One participant said that excluding sacred 
music would, "leave gaps in my students' knowledge base of musicianship." 
Another participant commented that by excluding sacred music, students would 
be receiving "half an education ... how do you discuss Bach, Mozart, etc. 
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without including the sacred choral works? And the study of spirituals is the main 
way many directors cover the requirements for study during 'Black History' 
month." 
Music teachers in this study also said that the exclusion of sacred music 
would ignore a large portion of Western music's cultural heritage and tradition, 
including some of the oldest known examples of written music. One participant 
suggested that students would miss some of the tremendous musical 
contributions of the greatest composers, genres of music, and repertoire, and 
said, "Excluding sacred works would make studying music more sterile and 
artificial." Another participant cautioned that the disadvantage of excluding 
sacred music would be that: 
Students do not understand the historical significance of religion-
particularly the Christian religion-in Western culture. Students are not 
educated in the large amount of music literature composed for religious 
occasions. Students miss the quality of sacred music composed 
throughout western history by major composers. 
Finally, a statement made by one participant seemed to challenge the music 
education field: "Don't expose your students to some of the greatest choral 
works, and you engage in an exercise of educational cowardice." 
The ability to connect traditional classical music to modern standard music 
was a reported advantage of including sacred music in school music programs: 
The history of all music has its roots in sacred context. Not to expose 
students to sacred music would deny them hundreds of years of beautiful 
music. So much about the evolution of music, life, and society can be 
learned from sacred music. 
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No look at music history or literature is complete without a number of 
these works. Many of the world's greatest composers over the past four 
hundred years created sacred works as their masterpieces. Using sacred 
music gives the students a well-rounded background in music history and 
literature. 
Other reported advantages of including sacred music were the high quality of 
much sacred music and the great musical traditions of many religions. Another 
participant added that sacred music offers "a wealth of great literature for 
teaching fundamentals of harmony, balance, information, and performing in a 
choral tradition." 
Teachers reported advantages and disadvantages to both including and 
excluding sacred music in their curriculum. They also understood that they might 
receive complaints from students, parents, administration, and community 
members for any decision they made. These teachers stood by their choices 
based on their belief that they knew what was appropriate for the education of 
their students and did not adjust their curriculum. 
With many music teachers responding that they followed their own 
personal guidelines, it became clear that it was the responsibility of music 
teachers to implement their own policies in order to ensure that the education of 
their students remained paramount. One teacher who included sacred music 
explained her position and said, "I must be very careful to present information as 
a belief without placing any value or weight to it. " Another participant 
acknowledged "The need to keep classroom discussions out of religion entirely, 
insomuch as the opinions and belief systems of any religion should never be 
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questioned in the classroom. There may eventually be a backlash for including 
sacred music." 
Finally, I asked the participants for any additional thoughts about their 
experiences with sacred music in the public school. It came as a surprise that the 
final question gathered the greatest number of comments. The response 
reported most often was the overall value of including sacred music in public 
school music programs. For example, one participant made the following 
summarizing statement: 
It is always important to keep detailed discussion of any particular religion 
out of the classroom. Focus should be on the composer and the music. 
The beliefs of the composers themselves are important to provide the 
context of any given piece, but the teacher must be careful not to give an 
opinion for or against any belief system in the process. It is a careful, 
balancing act that must be followed, but the inclusion of this music is far 
too important to a well-rounded program to ignore it. 
A few participants seemed pleased to be able to program music of many cultures 
and religions. One participant said, "I am fortunate to work where I do with no 
restrictions," while another said, "Surprisingly, I have never had a problem 
including sacred music in my school." Lastly, although teachers reported that 
most sacred literature can be found in choral literature, instrumental teachers 
responded that sacred music represented a tremendous amount of the standard 
literature for any high school music program. 
Summary 
In New Jersey, there was a lack of formal policies regarding the use of 
sacred music at various state, district, and building levels. These policies were 
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often informal, implicit, and vague. Although I could not determine whether 
teachers were just unaware of their school's policy, or if there truly was no policy, 
the data showed that New Jersey public schools handle the issue of religious 
material and sacred music policy in different ways. 
The consensus among public school music teachers was that sacred 
music in public schools was an important component of a well-rounded program. 
Participants reported that sacred music could be included when it is educational 
and not devotional or intended for religious purposes. Teaching, rehearsing, and 
performing sacred music was permissible when it fulfilled the educational goals 
of the curriculum and included teaching language, culture , and history. For 
example, one participant explained: 
I use whatever tools are available to me to teach concepts; this includes 
sacred music. If I am teaching the history of the subject-for example-
the use of the requiem mass) and I have to explain anything religious, I 
am careful to phrase my words i.e. , "In the Roman Catholic religion" or 
"the Jewish religion says." 
Teachers recommended a balanced program that included sacred and 
secular music and if possible, music of other religions . They carefully 
communicated the musical concepts, did not ask students to believe in any of the 
religious texts, and did not discuss or promote any of the religious ideas in the 
music. One participant explained it this way: 
It is all in the way you present it. We explain to our students that we are 
going to explore many types of music. We are not asking you to believe 
everything we put in front of you, but to have an experience in different 
styles. 
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Based on the data, classroom teachers were responsible for curricular 
content, formation, implementation, and enforcement of policy whether formal, 
informal, understood, or personally developed. Teachers also believed that they 
were the best qualified to make these curricular decisions for their students and 
accepted that they may face challenges regardless of their decisions to include 
or exclude sacred music. In most cases, they held themselves accountable for 
implementing and enforcing these personal guidelines. The data suggested that 
music teachers were capable of creating, implementing, and enforcing policy and 
were already doing that in many of these situations regarding programming 
sacred music in public schools. 
CHAPTER FIVE 
INTERVIEW RESULTS 
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In Stage II of this study, I conducted interviews with purposefully selected 
teachers (Colwell, 2006; Maxwell, 2005; Orcher, 2005; Phelps et al., 2005) who 
had personal experiences with inclusion or exclusion of sacred music in their 
programs. In a semi-structured interview, participants discussed their 
questionnaire responses regarding the use of sacred music. I followed a pre-
determined set of questions aimed at discovering the details of the participants' 
experiences (See Appendix E). 
Participants described their philosophies for the use of sacred music in 
their schools, discussed their schools' socio-economic and religious makeup, and 
their general thoughts about the use of sacred music in their programs. I then 
asked participants to discuss their responses to policy questions, methods of 
programming, personal guidelines governing their repertoire decisions, and 
experiences with issues regarding their decisions to include or exclude sacred 
music in their programs. 
Using HyperRESEARCH (Researchware, Inc.), I compiled, organized, and 
coded data in order to discover factors that emerged and understand the 
experiences of the music educators participating in the interview portion of this 
study (Creswell, 2007; Phelps et al., 2005). The coding schemes in this portion of 
the study are representative of the detailed descriptions given by the participants 
based on their understanding of their own school's policies, the implementation 
of those policies, and personal guiding factors and experiences that influenced 
their decision to include or exclude sacred music in their curriculum (Saldana, 
2009). 
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In this chapter, I will introduce each of the participants and discuss the 
recurring and emergent factors guiding a participant's decisions to include or 
exclude sacred music. I then discuss any policies that exist regarding the use of 
sacred music, recurring and emergent factors that influenced participant's 
curricular choices, and each participant's method of programming. Finally, I 
discuss any issues and experiences related to their decisions to include or 
exclude sacred music from their programs. 
Interview Participants 
The participants selected represented varying of levels of experiences, 
teaching assignments, and tenure status (See Table 2). They ranged in 
experience from 3 years to 37 years (Md = 13.5) , with eight tenured teachers and 
four non-tenured teachers. The five instrumental teachers and seven vocal 
teachers represented each of the three NJMEA regions. 
Table 2 
Participants 
Teachers1 Region Years of 
Experience 
Tenure Assignment 
Andrew I 11 Yes Instrumental 
Greg I 15 Yes Instrumental 
Isaac I 37 Yes Vocal 
Ellen I 18 Yes Instrumental 
Chelsea I 4 No Vocal 
Brian II 12 Yes Instrumental 
Fay II 3 No Vocal 
Karen II 3 No Vocal 
Laura II >30 Yes Vocal 
Julia Ill 33 Yes Vocal 
David Ill 1 0 No Instrumental 
Harrison Ill 17 Yes Vocal 
1 I changed the names of all participants, students, schools, and towns to protect 
confidentiality. 
Andrew 
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I think [sacred music] is such an important part of music's history. I think 
some of the great masterworks were either commissioned by religious 
organizations or written by people who had strong religious convictions or 
motivations. To say that just because there is a religious aspect to the 
music-that it is not valid in public school-! think would be ignoring a very 
big part of quality music history. That being said, I think what we have to 
do is be careful to make sure that we are all looking at it as a piece of 
artwork. I do not think we should completely ignore its connection to 
religion but simply as a fact and a point of interest about the music. 
Andrew described New Valley Township as an upper-middle class, 
suburban community with a heavy churchgoing population. At New Valley High 
School, many of the students go to church regularly and are very active in their 
church youth groups. Although most of the students are Christian, Andrew 
described a Jewish population of unnamed size. Andrew is not a proponent of 
organized religion, and although raised in the Jewish faith, he considers himself 
more of an agnostic. 
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In the classroom, Andrew selects his music based on the educational 
needs of his students. He looks at the strengths and weaknesses of each group 
of students as they come through the program. For example, if his groups need 
to improve their lyrical playing, Andrew will choose music with long, flowing 
phrases, and for him, "So much of [lyrical music] is based on folksongs and 
hymns." 
Brian 
Well, I love [sacred music] first of all. I am a big sacred person. Religion 
and the Catholic Church is a big part of my life, but when it comes to 
teaching, I incorporate it as part of a well-rounded curriculum. I use it for 
balance. I use it to teach art culture and art history. It is my firm belief that 
living here in America we are members of Western civilization, and the 
sacred music that I use pretty much draws from that Western European 
civilization. 
Brian described Brentville as a suburban town with a strong Italian-
American history and traditional family values. The population has diversified to 
include more Hispanic and Portuguese residents. Brentville still has a Christmas 
tree downtown even though surrounding towns have eliminated them. The 
community expects the school's music groups to participate in town traditions 
and holiday festivities. Brentville does not have a large Muslim population, and 
Brian was not aware of students who were Jehovah's Witnesses or many that 
practiced Judaism. 
Brian and his wife are practicing Roman Catholics. Brian is an organist, 
and he and his wife both work with the music team at their local church. Brian 
explained that for his students, he is not telling them to believe what he believes, 
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but he also does not hesitate to discuss the origin and meaning of any sacred 
music he programs. He believes that religion is a journey of discovery for his 
students. Brian chooses repertoire for his concert band program for the 
educational and aesthetic value and music that helps students become better 
readers, improve their technique, and develop them into independent musicians 
whether that music is sacred or secular. He neither avoids nor seeks out sacred 
literature. 
Chelsea 
I do not think the purpose of sacred music in school is to preach. Sacred 
music is to expose students to music that is really the foundation of choral 
music. Everything choral has come from the church and branched off from 
that. I teach my kids what these things mean, but I do not go as far as to 
say I believe in this. I say this is what the composer means or this is what 
the words were speaking about. I am very careful having to tiptoe around 
that. 
Although baptized in the Lutheran church, Chelsea did not attend church 
as a young person. If Chelsea attends religious services, she says she attends to 
enjoy the music, explore different churches, and sing in various professional 
situations. 
Chelsea described her school district, Hedding Township, as a dynamic 
town that likes its traditions yet is very forward thinking in its educational 
philosophies. Hedding Township is an older, working, middle-class town with 
many farms and many who work for a large candy company. There is, however, 
some racial and economic diversity. Chelsea has students who are children of 
celebrities as well as students whose families struggle financially. Some of those 
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children have to work to help support the family. The majority of the population in 
Hedding Township is Christian, but there is a very small Jewish population. 
David 
I think it is a necessity to use sacred music in the public school curriculum. 
Most of the great composers right up until probably the 19th and 20th 
century were often affiliated and had the church as patrons, so most of 
those works of art sacred nature that was their jobs, and excluding that 
large body of work excludes a large amount of literature from our schools. 
Several economically, racially, and religiously diverse communities and 
school districts feed the high school where David teaches, and he described the 
choral program as representing the same diversity. David is heavily involved in 
the Catholic Church. He directs the choir at a local church and both he and his 
wife are song leaders. Although strong in his faith, David's personal philosophy is 
that his faith should not play a role in his professional relationship with his 
students. 
Ellen 
There is so much literature-that is historically important- to cover in the 
orchestral literature that is religious. For instance, Bach was a church 
composer, so if we are not allowed to play religious music, we almost 
cannot play Bach at all. Let us take that whole chunk of all these 
composers who were church musicians and say we cannot do that 
anymore. It is just going to kill the amount of repertoire that we can play 
because it is just such important repertoire. I just think that students would 
miss so much important repertoire for orchestral music. 
Stillworth, the district where Ellen teaches, is an upper middle-class, 
suburban community that is growing in economic and racial diversity. Ellen 
explained that about 90% of the student population is Christian, 5-7% is Jewish, 
and 2% other. The majority of the students in the school are Caucasian with a 
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small number of students who are Latino, African American, and Indian. 
Ellen, a baptized Lutheran, explained that her faith is a big part of her life. 
She teaches Sunday school and attends church regularly. Ellen subscribes to her 
own personal guidelines regarding the use of sacred music in her strings 
program. She explained the need to be aware of the needs of the student body, 
to be sensitive to who is in her class and the different cultures, and not put her 
own religious views onto the students. She respects the beliefs of her students. 
Fay 
If repertoire is varied and the sacred music that you program has some 
artistic or historic value, it [sacred music] should be fine. If you are honest 
with your students about how and why you are doing the piece of music, 
and that it is not necessarily a religious exploration, then we should have 
the opportunity to choose whatever we think is going to be the best. 
Socio-economically, the majority of students in New Birch come from 
lower income households and receives free or reduced lunch. The population of 
the city of New Birch consists of a variety of races including Caucasian, African 
American, and Hispanic families. Many Caucasian families send their children to 
private schools or to the health sciences high school, so the actual student body 
is less diverse: 28% of students are African American, 70% are Hispanic, and 2% 
are an unspecified other. In the school community, African American students 
and Hispanic students do not always mix well , with the exception of the 
performing arts, and there is a fair amount of gang activity. Fay explained that in 
her music appreciation class the students segregated themselves, and although 
it was less obvious in the classroom, it was apparent in the hallways with fighting 
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among students. 
According to Fay, the student population at New Birch is generally not 
involved in school activities since they may work after school, have siblings to 
take care of, or have their own children. The students Fay works with, however, 
are involved in many activities and clubs. The religious community is primarily 
Catholic and Protestant. Although Fay did not define the size of the Muslim or 
Jewish practicing populations at New Birch, she did say she was aware of the 
religious and ethnic makeup of her community and school. 
Fay took a different approach than most regarding the use of sacred 
music. She said that the student's job was to be an "actor whether or not they 
believe what they sing." She compared the learning and performing of sacred 
music to playing a character in a play. She explained that actors do not question 
the actions or beliefs of a character. She tells her students that while they may 
not believe what the character believes, they should find something meaningful 
for themselves and present the character in that way. 
Greg 
Historically, [sacred music] is where music came from. To not at least 
study sacred music is to deny kids a chance to understand a part of our 
own Western music history. You cannot just drop the needle on the 20th 
century and go with it. You have to do it; you have to find a way to at least 
study it. All the good stuff, all the stuff that people like Bach were writing is 
all sacred stuff, so you cannot get around it. You have to find a way to 
worm it in somehow. 
The urban community of Cressler is ethnically diverse. Greg described 
Cressler High School's racial makeup as Caucasian, African American, Latino, 
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and Middle-Eastern, as well as a mix of others that he did not name. Cressler 
High School has students whose second language is English, including students 
who emigrated from the French West Indies and those who speak fluent 
Spanish, French, and Creole. Greg defined the religious makeup of Cressler as a 
mixture of Christian and Jewish with Muslim and undefined others. 
Greg and his wife were both raised Christian but are not currently 
practicing their faith. Although he believes in religious teaching, he does not 
attend church regularly. In Greg's professional situation, there is a clearly defined 
school policy regarding the use and performance of sacred music. Students may 
study sacred music but may not perform it during the winter concert. In this 
situation, although Greg may have developed a personal philosophy about the 
use of sacred music, the school district's policy dictates guidelines for him. 
Harrison 
[Sacred music] is all under one big umbrella; it is just that sacred music 
has been around a whole heck of a lot longer and has stood the test of 
time more than some forms of pop music. You cannot have a 
comprehensive music program without including religious works of Bach 
and Beethoven. 
Harrison is a vocal music teacher with 17 years of experience. He teaches 
in a semi-urban district influenced by several deeply rooted religious communities 
including a large Catholic and Baptist community. The community expects that a 
certain amount of sacred music will be included in the students' education even 
to the point that Harrison's students are always asking for more gospel music. 
Harrison was raised a Catholic and still follows many of the Catholic 
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traditions. He has been a church musician in the Episcopal Church for the last 12 
years. Harrison's philosophy is to teach sacred music from a historical aspect 
and not use it to promote religion or as a recruitment tool. He includes music of 
all genres and musical time periods. Harrison is transparent with his students 
when presenting and teaching about sacred music. 
Isaac 
[Sacred music] is historic. It is the fact that we have a 1500-year block of 
time where music was written, and to dismiss this as not being valid is to 
take that 1500 years in any part of the culture and just ignore it completely 
as if it did not exist. The people who were doing secular music were for 
the most part troubadours-people who worked in oral tradition and did 
not bother to write things down. This is true all the way up until the 19th 
century. Still we have very little written information about secular music, 
but we do have plenty of hard copies of sacred music because these were 
the trained musicians. 
Isaac's personal belief system as a confirmed Lutheran guides him 
personally within the classroom-his compassion for students-but not in a way 
that encourages or attempts to convert students to a religion. Jenson is a rural 
community made up of mostly Caucasian families and a small population of 
African Americans. Isaac described the economic status of the community as 
middle class and the religious practice of Jenson as Christian but mostly those 
who only practice their religion around Easter and Christmas. The Jewish 
population is also very small. 
Julia 
[Sacred music] is something that should be done. The way I manage it 
here is I try to make sure that every ethnic or religious group is 
represented, and then I try to pick my music by what my students can do 
and what will challenge them a little bit but not stretch beyond what they 
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can handle. There is a lot of religious music that has been written so why 
would the students not be able to learn that? For example, the Oxford 
Book of Carols and Handel's Messiah. Why would you not do it? It does 
not make sense to me. It is part of history. It is just like going into a 
cathedral. You would not visit Europe without going into cathedrals. Why 
would you learn about Western music and not include the religious part of 
it? 
Julia described Hampton Heights as a conservative, upper middle-class 
community, with strong religious traditions. The majority of residents are 
Caucasian and of a working middle class. Julia explained that there is a very 
small group of Latino students and about 15-20% of the school's population is 
African American. Hampton Heights has a strong Christian influence with a 
Baptist high school and three big Catholic schools nearby. There is a small 
Jewish and Muslim population. Many students from Hampton Heights do not 
even go to this school; they go to the Catholic schools instead. There is a large 
Catholic church right in town, and there are several small churches of other 
Christian denominations. 
Julia is a dedicated Christian, yet she made it clear that her faith does not 
play a part in her selection of sacred music. She explained that the school hired 
her to teach music-not to preach her faith. She tries to teach sacred music 
strictly from a historical view, so that no one can accuse her of trying to 
proselytize. 
Karen 
I do not want to exclude anybody from singing . I have had several 
Jehovah's Witnesses the last few years, and they will not sing [sacred 
music]. Therefore, my philosophy is I can find other literature that 
accomplishes the musical goals and gets everybody singing. 
103 
The racial makeup of Elton Township is about 50% Caucasian and 50% 
other. Karen explained that within the school's population, there is a large 
number of students from Poland and a mix of African immigrants who were born 
in places such as Nigeria or Liberia. Families in Elton Township are also 
socioeconomically diverse. Although some families have their children in private 
schools and take extravagant vacations, Karen worries that .others are not being 
fed dinner because their families are struggling financially. In Elton Township, 
there is a large Catholic population, a group of Evangelical Fundamentalists, a 
small Jewish population, and some Jehovah's Witnesses. She finds 
programming a challenge because of the diversity of her students. 
Karen and her husband are Lutheran and consider themselves liberal 
Protestants. Karen voiced that she was not going to force her religious beliefs on 
the students or force them to sing sacred literature that they were not 
comfortable singing. Her teaching philosophy is if a student is uncomfortable 
singing a certain piece of literature, she will find another piece that accomplishes 
the same musical goals as long as everybody is singing . Karen is especially 
careful when programming any sacred music because her husband is attending 
a seminary, and she does not want anyone accusing her of trying to convert 
them or promote religion based on her husband's studies. 
Laura 
I use [sacred music] all the time. I have never-and I suspect it is because 
of the 30-year history here-been challenged. No one has ever come to 
me and said could you do a Kwanza piece this year or we have this 
special Hindi piece, could you sing it? Personally, I am not a religious 
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person. If I like a piece of music and it sings to me, then we perform. If I 
have to look at my repertoire and think is it sacred or not sacred, I do not 
even go there. That is just not the way I program things. I program things 
that I think the kids should sing like reading good books every year in 
English. 
Bay Ridge is an affluent community with a growing population of middle 
and lower class families. This community is predominantly Caucasian with a 
growing population of Asian and Indian families. Christianity is the predominant 
religion in Bay Ridge with a smaller population who practice Judaism. Laura is 
aware of the ethnic diversity and religious makeup of the community and . 
chooses her sacred literature accordingly. No one has approached Laura and 
asked to sing pieces celebrating Kwanza or music of other religions such as 
Hindi. 
Laura did not claim to be a religious person. She did exclaim in her 
questionnaire, "Jesus is not allowed on my stage!" She explained that Jesus, the 
word, was the name of someone's Lord and Savior. If students sing Jesu Criste, 
the general population would not know they were singing about Jesus Christ. 
Laura's point was that if she makes things less obvious, the audience members 
would not go away from a concert thinking, "Jesus was all over that concert." 
The participants selected for this study represented schools and 
communities that differ from each other economically, religiously, and racially. 
The participants themselves represented various levels of religious practice or 
non-practice. Outside of their teaching professions, some worked as church 
musicians whereas others had no religious affiliation. When selecting sacred 
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music for their programs, participants claimed that their personal, religious beliefs 
or non-beliefs did not interfere with the educational needs of students. 
Similar to what Mahlman (2002) and Plummer (2003) reported 
participants expressed a need to be sensitive to different cultures, respect the 
different beliefs of students, and not promote their own religious views or those of 
the music they chose. Their programs offered a varied program of study that 
represents different cultures, historical periods, and genres. 
Recurring and Emergent Factors 
As I coded the interview data, the same seven factors from the 
questionnaire recurred in the interview responses. Those recurring factors were: 
(a) balance in choice of literature; (b inclusion of sacred music without devotional 
or religious purpose; (c) musical, educational, and historical value of sacred 
music; (d) the need for an exemption policy; (e) avoiding personal conflicts by 
excluding sacred music; (f) choosing literature based on text; and (g) community 
awareness. The four additional factors included student maturity and 
professionalism, community and school expectations, the influence of personal 
belief systems on curricular choice, and concert types. The following represents 
the detailed discussion of the 11 factors that contributed to participants' decisions 
to include or exclude sacred music from their programs. 
Balanced Choice of Literature 
Participants described balance in choice of literature as a mix of quality 
literature from all time periods and genres of music. Some teachers balanced 
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their programs per concert, and others worked on rotating schedules of literature. 
For example, David said, "I do try to balance it [the concert] to be somewhat 
sensitive, but I do not think excluding any music is necessary. If you are going to 
program a concert, it has to be balanced and entertaining." Ellen balances her 
programs by styles. "I want to have a balanced program in terms of styles, so 
when choosing music, I am really not thinking about the religious nature of the 
music. I play something from the Baroque era, something from the Classical era, 
and something that is more modern whether it is a contemporary piece, a movie 
piece, or a fiddle piece." Finally, Harrison summed up his philosophy of balance 
this way: "Music from all genres and all time periods." 
Inclusion of Sacred Music Without Devotional or Religious Purpose 
Teachers included sacred and secular music as part of a well-rounded 
curriculum. None of the teachers, however, placed any emphasis on either 
sacred or secular music. Participants never mentioned the actual religious nature 
of sacred music as a reason for including sacred music. Teachers discussed 
sacred music for its educational value and the ability to aid in teaching about 
culture and history. 
Participants taught sacred literature as artwork and not as a method of 
proselytizing; however, they did not ignore the connection sacred music had to 
religion. Although some teachers provided only general information such as the 
historical background of a piece and the composer's background, others included 
detailed descriptions of context, translations, and beliefs of the composers. For 
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example, Harrison said: 
I feel it is important but not to promote sacred music. I do not go out there 
to say we are doing sacred music because it is sacred. It is music. It is all 
music. It is all under one big umbrella. Sacred music has been around a 
whole heck of a lot longer and has stood the test of time more than some 
forms of pop music. You cannot do a comprehensive music program 
without including religious works of Bach and Beethoven. 
So long as I am not telling you what to believe and we are all safe, 
we are all covered. The minute I actually tell you what to believe ... well 
now, you have an argument on your hands because that is not my place. 
In the same way, if you ask me my opinion about something, I will give it 
to you, but you had just better understand that it is my opinion. 
Musical, Educational, Historical, and Cultural Value of Sacred Music 
Participants taught sacred music for its musical, educational, historical, 
and cultural value. Chelsea said, "You do not pick 'Hallelujah Chorus' because of 
the original religious implication but for its range and flexibility. " The literature that 
students experienced during their high school careers included a variety of 
sacred and secular music from all time periods in order to teach history, 
performance technique, appreciation for various genres, and exposure to various 
cultures. Brian's description best sum~ up this idea of value: 
I choose repertoire for the year and the concert program based on the fact 
that it is great music, it is written well, my kids are going to learn to 
become better, more solid musicians, independent musicians, and 
become better readers, better players, and that is pretty much it. It really 
does not matter to me if it has a religious leaning or not. I do not avoid 
religious music because of it. I do not seek out religious music because of 
it. I choose music because my experience tells me that this is a good 
piece of music and worthy of our study. 
The Need for an Exemption Policy 
Participants expressed the need for an exemption policy in order to 
involve all students in music, accommodate varying religious and cultural needs 
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of the students, and at the same time maintain their curriculum. In certain 
situations, in order to have students participating, teachers worked with parents 
and students to find ways-creating their own policies-to allow for the greatest 
amount of student participation while being sensitive to those students' needs. 
They made changes to their rehearsal schedules, changed repertoire, made 
uniform accommodations, and changed text. 
For example, Karen conducts a survey with her students at the beginning 
of each year. This survey asks students about their level of comfort in studying 
music of different religious backgrounds. She speaks to those with concerns and 
accommodates them as best she can while still maintaining her curriculum and a 
quality music education: 
I want to pick literature that they are all going to sing because I do not 
want them to be just sitting there in class. I have in the curriculum that if 
there is an issue, they can do an alternate assignment. If we are singing 
something, [say] a sacred piece by Bach, the student can go research 
Bach's life, so at least they would be still learning. 
Exemptions included walking off stage or sitting during a particular 
performance, sitting quietly and reading during rehearsal, excusing a student 
from a concert, and excusing students completely from rehearsals and 
performances for religious holidays and events. In a few instances, teachers 
gave alternate assignments in place of the excused rehearsal and performance 
time; the students who did not have alternate work, however, were not engaged 
in group learning. These situations were minimal and not a concern for most 
music teachers in this study. 
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In Andrew's first teaching position, he did not perform traditional Christmas 
music at his winter concert because there was a large contingent of Jehovah's 
Witnesses in the community who would not be able to participate in that concert 
due to religious restrictions. Andrew decided to make these arrangements 
because he, like many others, was sensitive to the needs of the students and 
wants everyone to participate. In Chapter 6, I will further discuss the possible 
effects of exemption policies on student learning. 
Avoiding Personal Conflict 
To avoid offending students, parents, administration, or community 
members, several participants said they would exclude sacred music. Brian 
explained that by excluding sacred music, he could avoid the uncomfortable 
discussion of religious meaning but said that: 
I think you have to go into it well prepared . You have to go in with very 
clear guidelines and say this is why I am discussing that aspect of the 
piece. If you were to do it off-the-cuff, you may start alienating people. You 
may start offending people. 
Brian explained that he had no problem discussing various cultures and religions 
in his classroom. Instead of making things non-offensive, Brian described his 
classroom as "all-inclusive," so all of his students learn about many different 
cultures and religions. 
As non-tenured teachers, Chelsea and Julia were concerned with avoiding 
conflict that could potentially threaten their job security. School administrators 
can dismiss a non-tenured teacher without explanation or teacher recourse, so 
the thought of jeopardizing their positions was a constant concern. For Chelsea, 
110 
the thought of offending someone is constantly on her mind when she chooses 
literature: 
I was talking about "This Little Babe" by Benjamin Britten. I handed that 
out to my chorale to read through. I was thinking about it and the kids said 
it was really "God-like," and if they are saying that, they are bothered by it, 
so I am not going to do it. I took it off the table right away because that 
means they would go home to the parents and talk about it and that can 
become a bad situation. 
Both teachers study sacred and secular music with their students but each 
thought it would be easier to study only secular music in order to avoid conflict. 
One of the most reported disadvantages of excluding sacred music from 
public school music programs was the loss of great literature. Although sacred 
text did not directly apply to instrumental literature, instrumental music teachers 
did discuss the loss of literature in general terms. David was very passionate 
when discussing the loss of performance aspects of chorales or transcriptions of 
Renaissance pieces that are not available in modern literature. He portrayed this 
loss as a "narrowing of students' understanding of music-the same way that 
excluding that kind of talk from the classroom in a larger sense-would be a 
narrowing of the students' viewpoints because you are not well rounded." 
In contrast to excluding all sacred music, trying to include all religions may 
be problematic as well. Two participants in particular discussed the difficulty of 
including all religions in their programs. Andrew felt that it was too difficult to 
meet the educational needs of his groups while attempting to include every 
culture and religious group's musical genres: 
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Unless you are going to make your class "Sacred Music for Band," you 
cannot possibly represent everybody and still meet the educational needs 
of your group. It is just not going to be possible. Musically, Jewish music is 
the second most represented religion and most of the accessible band 
literature is garbage. You know, you start going into other religions and 
you are really taking a step down in terms of quality. 
In Greg's district, a strict policy prohibits the performance of any sacred 
music during the traditional holiday season in December. He explained that by 
having a winter concert, it released him from having to do any holiday music: 
The fact that I am in a place where I am not obligated to cover all my 
bases is a good thing. I do not play a Christian piece, a Hebrew piece, a 
Kwanza piece, or a Muslim piece. That would be pretty much my entire 
winter concert. It would be trying to scratch and claw to find good music 
that is decent. I do not want to play a crappy arrangement of "Dreidel, 
Dreidel, Dreidel." It is kind of like my out. 
Finally, for some schools, moving the typical December concert to January 
helped alleviate the pressure to include all religions and cultures. Brian's school 
district moved their winter concert to January, meaning that he was not required 
to perform holiday music. Brian does not have the same restrictions, however, as 
Greg, and the choir at his school will perform other sacred literature on that 
January concert. 
Choosing Literature Based on Text 
One of the more discussed topics was text. Although I did not ask 
participants about the origins of choral and instrumental music, participants 
shared that much of the foundation of choral and instrumental music originated 
with the church in varying degrees. Although one might think that text is only a 
choral issue, several of the instrumental teachers added to the discussion by 
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describing how they handled teaching sacred literature and how much-if any-
of the background information they shared with their students. Even the 
instrumental teachers discussed translations and meaning of the text in the 
repertoire. 
Chelsea purposefully does not go into too much detail about composers' 
meanings and translations. She said that she has a much easier time with 
literature that is in different languages because most of her audience does not 
understand what the students are singing. Her administration told her that if her 
choices include the name Jesus, she should pick something else. Chelsea found 
it frustrating that she had to choose music based on text. 
The instrumental teachers described the long history of sacred music as 
well as the substantial amount of modern band literature based on hymns. They 
said they would present any text that accompanied a piece of instrumental 
literature, including the story behind a particular piece of sacred literature. 
Karen and Laura also considered text to be an issue. In order to avoid 
offending anyone, each would change the text of a piece. Karen said , "We 
performed Rutter's 'Gaelic Blessing' and the word 'Christ' was in the text so we 
changed 'Christ' to 'love."' Likewise, Laura had no problem changing the text of a 
piece saying, "Alii said to the kids was to cross out that word, replace it with this 
word because I would prefer it to be politically correct on all levels and that is all it 
is." 
Isaac said text in choral music was "double whammy" because "when you 
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have purely instrumental music, it allows your mind to wander and come up with 
its own set of criteria." He continued: 
Even if it is in a foreign language, I think that if you are an educated 
listener, to a certain extent you are going to be able to understand what 
that is about. There are going to be certain words in sacred text like Amen 
or Hallelujah or Hosanna, which are universal and people in the audience 
are going to say, "I know what they just said, Gloria." Now they know what 
they are singing . Already, it is not allowing your brain to travel to some 
unknown area and just waft off with the music. Now, you are literally 
saying, "This is what you should be thinking about. This is the subject of 
this piece." There is no getting around that. This is what we are singing. 
Community and Student Awareness 
In Chapter 4, I reported community awareness as a guiding factor when 
programming sacred music. This theme of awareness was again an important 
issue with each of the interview participants. Not only were teachers sensitive to 
the community's cultural and religious identities, they reported an awareness of 
students' needs and their ability to study and perform sacred music as an art 
form. 
Community and school expectations. Most of the participants said that 
they still participate in a number of school and community traditions that involve 
sacred music at the holiday time. Some of their schools have changed the 
traditional holiday concert to a winter concert or moved the traditional December 
concert to January; however, a few schools still call that December performance 
a holiday concert. 
In many of these communities and schools, participants were responsible 
for performing for various events including Christmas tree lighting ceremonies, 
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community celebrations, inter-denominational Baccalaureate services, and 
Memorial Day, Veterans Day, and Fourth of July holiday events. Brian said that 
the town loves it and, "It is great community relations." 
Laura explained that these types of town and school traditions have 
generations of support: 
Literally, my alumni fly in from around the world to sing those pieces of 
music. I think I get away with it because I have been here for so long. I 
established myself, and I am now teaching the brothers and sisters of kids 
who have long-since graduated. 
Performances of "Hallelujah Chorus" are also school traditions for Chelsea and 
Andrew. Chelsea explained that her school holds a holiday sing-along during the 
school day. The administration assembles the entire student body, and Chelsea 
explained, "They put a big PowerPoint on the projector and everybody sings-
even religious songs. " 
When Greg receives calls to perform at some of the community's events, 
he has to be careful to abide by his school 's strict policy against performing 
sacred music during the month of December. Greg will let the students know 
about an event in private and if the students want to volunteer, they can perform 
for these events; however, they are not school sponsored and students may not 
represent Cressler High School. 
Student maturity and professionalism. Several teachers discussed the 
ability of high school students to have mature discussions about the literature 
they studied . Other participants spoke of the maturity and professionalism of 
students as they dealt with various genres of music, the ability to have greater 
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discussions about literature, and students' abilities to form volunteer groups that 
rehearse and perform in the community. Andrew explained that as a music 
educator: 
I give the kids some credit and give them the benefit of the doubt. You can 
teach this, you can introduce them to it so they understand it better, and 
you can outright say this has nothing to do with what you believe or what I 
believe. This is what it is, just as a fact, and it is important to know that this 
is what Bach believed. When we are trying to get that moment of really 
feeling something here, you can feel whatever you want but know that that 
is what he was probably feeling. Those words meant a lot to him. I think 
that is a really safe thing to do. You are not going to be accused of 
pushing religion, just pushing the existence of religion as it existed for that 
composer. I think that is actually a good thing to do. 
The manner in which each participant spoke of their students suggested that they 
took great pride in their students. 
Influence of Personal Belief Systems on Curricular Choice 
Personal belief systems did not seem to influence music teachers' 
decisions to include or exclude sacred music in their programs. What I found was 
that participants seemed to keep their personal or religious views and opinions 
separate from the educational goals of the curriculum. That does not mean they 
ignored their own beliefs and philosophies; rather, there were other factors 
guiding their choices. 
Some music teachers seemed to have a more personal attachment to 
sacred music. Harrison, who is active in his church as a member and musician, 
believes that sacred music has an important role in music education, and 
although he would like to think that his personal faith does not color his choice of 
literature, he does admit that it may have a small influence. However, his 
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personal faith does not keep him from choosing music of all genres. 
Other participants-even those who claim a personal faith-do not 
program sacred music if it makes students uncomfortable. Karen claimed a 
strong religious faith, yet her personal guidelines included being sensitive and 
inclusive to all her students. If that means she does not include sacred music 
because a student is uncomfortable, then that is what she does. She then 
chooses music that will accomplish the same musical goals. 
Concert Types 
Andrew and David present holiday concerts during the month of 
December that include literature from a variety of genres, time periods, and 
religious and cultural backgrounds. Many schools have changed the traditional 
holiday concert to a winter concert. However, at their winter concerts, Julia, 
Chelsea, Laura, Ellen, Harrison, Fay, and Isaac still perform holiday-type pieces 
but are careful to be inclusive of the various religious and cultural holidays. Only 
Greg excludes any form of sacred-holiday music because school policy dictates 
that he may not perform sacred literature at the December concert. 
Because Brian's concert occurs in January, his groups do not perform 
holiday music; however, the choir in his school does perform a winter concert in 
December and performs sacred works from a variety of sources: "Not just 
Christian-they do Christian, Jewish, and I think one year they did a Kwanza 
thing ." Karen also presents her concert in January. 
We have a January concert and a May concert so we do not do a holiday 
concert. I think they used to have a holiday concert because there is a lot 
of holiday music in the high school and middle school libraries, but the 
concerts are in January, so I do not know if they did that to address 
holiday religious issues. That was before I came. 
Participants based many of their decisions to include or exclude sacred 
music from their programs on these 11 factors. Their programs included a 
balance of literature from all time periods and genres of music. Participants 
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taught sacred literature for its musical, educational, and historical value and not 
for any religious promotion. They made special arrangements and 
accommodations, changed text, and moved concerts, in order to show sensitivity 
to students' needs. Teachers strove to include all students in music learning, and 
avoid personal conflicts or offending students, parents, administration, or 
community members. Although the depth of discussion about text-translations 
and meaning of the text in the repertoire-varied, several teachers commented 
on the students' ability to participate in mature conversations about the text. 
Lastly, participants designed their lessons with sensitivity to the community's 
cultural and religious identities. 
School Policy Discussion 
In the second portion of the interview, I focused the discussion on what 
the participants cited as formal, informal, implicit, or absent school policy 
regarding the use of sacred music in public schools. Having all participants' 
questionnaire responses helped me guide the discussion, offer participants an 
opportunity to expand upon their responses, and explain, in detail, how they 
perceived their school's policies. 
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Two of the participants provided their district's formal policy and others 
discussed a more informal or implicit policy. In each interview, where applicable, I 
asked participants to expand upon their responses and (a) discuss their policy, 
(b) the enforcement of that policy, (c) their level of agreement with the policy, (d) 
their desire-if any-to change the policy, and (e) any aspiration to be a part of 
the policy process. 
State, District, and Building-level Policies 
Brian, Ellen, and Karen each stated that they thought there was a state 
policy regarding the use of sacred music in public schools. Brian said, "[Sacred 
music] is used to teach culture and history and not for religious purposes." Karen 
responded, "Music may be performed and is discussed to fill the needs of the 
curriculum." 
Participants described varying levels of district policy. Andrew, Brian, 
David, Fay, Harrison, Isaac, and Laura all stated that their districts did not have 
any form of policy regarding the use of sacred music in their programs and that 
their supervisors and administration left those curricular decisions to them. 
However, that was not the case in all the districts. 
Greg and Karen both said they did have district policies. Ellen's 
understanding of her district's policy was, "We are to have a balanced program. 
In other words, if you have students of a certain makeup, you should represent 
the different religious beliefs in your program." However, Ellen was not able to 
show me a copy of the policy. 
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Districts like Cressler Schools and Elton Township Schools do have formal 
board policies that govern the topic of religion in school and specifically the use 
of sacred music. Initially, Karen said that she did not think that Elton Township 
had a policy regarding the use of sacred music. However, she did her own 
investigation and found the school policy on religion in schools. According to the 
board policy, Karen may teach sacred music as long she remains neutral in her 
approach. 
'If given the opportunity, Karen would change her school's policy to include 
an exemption for students with personal or religious concerns. She said that 
along with district music staff and the assistant superintendent-who happened 
to have a music background-she would like to create a policy that 
"acknowledges the use of sacred music in the development of Western music 
and the importance of the inclusion and study in the curriculum." 
Greg directed me to the Cressler School District's policy on rel igion in 
school. Upon reading it, I noticed that it mentioned a required yearly meeting with 
administration. I asked Greg to describe this meeting: 
Right before our winter concerts, my boss, the supervisor of fine and 
performing arts, reminds us that we need to send him all of our programs 
to be approved because of the policy and that is pretty much it. It is a two-
sentence bullet on his list because we all know; we know we have to send 
him our concert program. We are not going to perform anything that is 
going to raise an eyebrow, so he will pretty much just rubberstamp it and 
send it back to us. 
The board of education in the Cressler School District formally instituted 
their policy in 2004 after a very public debate surrounding a single parent 
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complaint. Greg explained: 
A student was practicing a piece of sacred music. Specifically a student of 
Jewish faith-an orchestra student who was practicing a piece of this 
music for the winter concert-and the parents questioned why they were 
practicing this and it kind of went from there, and then went to the board, 
and then there was this big brouhaha. 
The administration and a former supervisor were instrumental in putting together 
the policy that stated students might study and perform sacred music, just not on 
the winter concert in December. Greg seemed to be agreeable to the policy, and 
in fact said at this point, he would not change the policy because, "I am not 
obligated to cover all my bases and that is a good thing." 
Informal, implicit, and absent school policy. Some of the policies the 
participants reported were informal while others were implicit. In some school 
districts, policies were absent. Informal policies are those that are not part of 
official board policy but instead come in the form of occasional memos, letters, or 
e-mails. Implicit policies are those not written down but understood. These 
policies may come as a result of discussion or meeting. For Laura, informal 
instruction regarding holiday decorations and celebrations came in the form of 
occasional memos or flyers. Harrison said the language in the current music 
curriculum stated that music selected should cover all genres and times. 
Isaac said that a decade earlier, he believed his principal received some 
feedback from parents about some of the examples of sacred music. The 
principal brought the teachers together for special sensitivity meetings several 
times a year to discuss any types of issues and remind the teachers that there 
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should be balance between sacred and secular music. Eventually, these 
sensitivity meeting were held only once or twice a year before they ended 
completely. Isaac commented that the meetings did not change the way he 
programmed literature because he believed he was already in compliance. 
Currently, Isaac said some teachers are still required to hand in their concert 
programs to their building supervisors, but he is not included in that group. Isaac 
believes that his administration trusts his judgment, and since he did not have a 
history of complaints, they leave him alone. Neither Isaac nor Greg reported 
being required to submit concert program in their questionnaire responses. 
Several participants understood that certain criteria should govern their 
decisions to include sacred music in their programs. For Chelsea, the implied 
policy was that her ensembles may study and perform literature that mentions 
God, but she should avoid anything that specifically uses the name Jesus. In the 
Jenson schools, Isaac spoke about an "understanding" regarding the use of 
sacred music saying, "Music should reflect a balance between sacred and 
secular and be as inclusive as possible." 
Julia is involved in ongoing, informal discussions with her principal but 
said if her district did have a policy, she did not know about it. Julia is happy with 
the trust and cooperation she has with her principal with the understanding that 
she is doing her best to include everybody. She talked about that supervision: 
"To be honest, there has not been much oversight of the choral department. The 
administrators will come to the concerts, but overall, there has not really been 
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much oversight." 
In districts with no policies regarding sacred music, teachers seemed 
uninterested in any policy that would dictate the use of sacred music in their 
programs. Fay did not think it was necessary to have a formal policy and was 
happy being able to choose literature without the influence of any formal policy. 
When I asked Laura if she would like to see a policy initiated, she explained: 
No. Leave me alone. Absolutely not. You [Bay Ridge Schools] hired me 
and believe that I am the expert in choral music. I know-because of the 
literature that I have sung and the literature that I have brought into my 
classroom-what a healthy dose ... a good buffet table is of choral music 
for my kids in grades 9 through 12. I know how to program. I know what I 
am doing, so no, do not make a policy for me. Make policy when I leave. 
When I asked Harrison if he would ever consider initiating a policy 
regarding sacred music, he was not interested, saying: 
Not yet. I teach in a semi-urban district, and there are several deeply 
rooted religious communities within the town and with,in the school. A large 
Catholic community and a large Baptist community like having their 
religious music, they like their gospel choirs, and they are always asking, 
"Can we do more gospel?" They actually ask for more. 
Desire to be involved in policy writing. Watkins (2008) recommended 
that music teachers get involved in the policy process, and although several 
participants had no interest in a formal policy dictating their use of sacred music, 
if there was going to be a formal policy, participants wanted to be included in the 
writing of any policies. David said if there were a policy that restricted his use of 
sacred music, he would, "definitely be against it." He added that he would be 
interested in a policy that included all faiths and cultures. He explained that this 
type of policy would, "leave room to strike a balance and that sacred music would 
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be included as part of the policy." David would want the entire music department 
involved in policy writing because: 
Music educators are the ones that understand that fine balance and 
generally you do not get people that are all about religion or against 
religion and use of sacred music; you get a good balance and a good 
consensus. I think that sometimes non-musicians do not understand the 
importance of sacred music in a larger context of music history, music 
appreciation , and in music literature as well. 
Andrew, Brian, David, and Karen shared that if there were going to be a 
policy or a change in policy regarding the use of sacred music, then they-as 
experts in the field-would want to be involved in writing those policies. Although 
Andrew explained that his use of sacred music has not caused a problem, he 
was not interested in having a policy. If there were going to be a policy written, it 
should "allow for the use of religious music materials for their educational value, 
align with the curriculum. It should state that no religious view would be favored 
and there will be no proselytizing." Brian also wanted to be the one writing the 
policy but was very happy operating under his current situation. "I would want to 
be the one that writes it. I have been here for 12 years going on 13 years-and I 
have looked other places-it is a great situation where I can do what I want." 
When teachers make decisions on what to include or exclude in their 
programs, they should consider their school's policies regarding sacred music, 
whether the policy is formal, informal, or understood (Alexander, 1988; Elmore, 
2008; Freed-Garrod et al., 2008; Leung, 2008; Mahlmann, 2002; Mirabal, 2008; 
Plummer, 2003 Richmond, 2002; Stone, 2002). In this study, awareness of policy 
varied among participants. Two participants produced a school policy regarding 
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the use of sacred music but the most often reported policies were informal or 
understood, and descriptions of those policies varied from requiring a balanced 
program to including all religions and cultures. 
Programming Process 
In the third portion of each interview, I asked participants about their 
approach to programming literature for their ensembles. We discussed the 
number of concerts they presented, whether the concerts were holiday or winter 
concerts, and if their programs required administrative approval. I asked all 
participants to describe their method of programming literature for their 
ensembles and what factors-if any-influenced their decision to include or 
exclude sacred music from their curriculum. 
Performance Responsibilities 
Participants described their responsibilities during a typical school year. 
Most participants were required to present at least two school performances, 
perform at a number of community events, and participate in competitive 
festivals. There was no difference in the types of school concerts held in the 
spring; however, concerts in the winter season included holiday concerts and 
winter concerts scheduled in either December or January. Participants said were 
not required to perform Christmas music if they gave a holiday concert, and they 
seemed to choose a mixture of secular and sacred music for all other concert 
performances. 
The only administrative approval required was for school concert 
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performances. In these situations, some participants submitted their concert 
programs for review by a supervisor or principal. Any other type of performance 
did not seem to require approval. Participants reported having freedom to choose 
literature-sacred or secular-for those other events. 
Method of Programming 
Participants reported that they programmed a variety of sacred and 
secular literature for their ensembles. Some participants programmed very little 
sacred music, and others dedicated a much greater percentage of their literature 
to the study of sacred music. For example, Isaac has a Madrigal choir. Although 
they perform some secular music, most of their literature is from the 15th and 16th 
centuries, which tends to be sacred in nature. The chamber choir performs both 
secular and sacred music from requiems and masses. The full choir performs 
more opera choruses and symphonic choral music. Isaac believes this method 
keeps things balanced. 
Several of the participants chose at least some of their literature based on 
whether they liked it for themselves. Some participants programmed music that 
they personally found interesting, had personal meaning music, or believed was 
educationally valuable. They programmed a balanced variety of music of different 
styles, genres, cultures, and time periods. 
The literature teachers chose had more to do with the needs of their 
ensembles-music that addressed the strengths and weaknesses of each group. 
Greg listens to new literature but only purchases music for his ensembles if he is 
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confident that it is worthy of study and something he might revisit again. When 
choosing repertoire, Greg considers his personnel, their abilities, and the value of 
the literature: 
I do not pick it [sacred music] based on title, or history, or whomever it was 
dedicated to, or who commissioned it. I could not care less. Does it sound 
good? Is it a good piece of music in my opinion? Does it have some value 
for us to study it? If the answer is no, we do not do it. Religion or title does 
not have any bearing on whether I choose it. Can my kids play it and is it a 
good piece of music? 
David commented that the inclusion or exclusion of sacred music is much 
lower than other factors on his list of considerations when programming. He 
considers many other factors before asking himself whether a piece is sacred or 
not. "I just do not think it is as big an issue as it has been made out to be. That 
might be the form of public opinion, but that is really the way I look at it; why is it 
even an issue?" 
Participants adjust their choices based on the type of ensemble, whether 
the group was going to be competing in contests, and the type of situation or 
event that they were called to perform. For example, when Chelsea competes 
with her choirs, she understands that the adjudicators are music professionals 
"who have been in the business for a very long time and like to see standard, 
classic repertoire. I will pick one of those pieces." However, when she is touring 
the elementary schools in her district, her repertoire is appropriate for a much 
younger audience. She said of sacred music, "I am not picking [sacred music] 
because it is religious; I am picking it because of the legato line and breathing 
techniques." 
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Laura has several vocal ensembles that are required to perform at various 
concerts and functions. One of those ensembles is her a cap pella choir, which 
meets one night a week and comes to the first day of school each September 
having learned the December caroling music given to them before school was 
out in June. This group performs in the community each December between 
eight and twelve times. They present many of those performances in local 
churches and much of the music is sacred in nature. Laura said that this does not 
mean that she has an unbalanced program. Instead, she claims to understand 
her community and their expectations, and her students look forward to 
participating in these events and concerts. Laura has made it clear that she does 
not have a personal connection to sacred literature, but she programs music that 
she has heard and enjoyed. 
Finally, two participants programmed music based on a rotation of music 
that they added or subtracted from based on the ensembles they were teaching 
at the time. Ellen programs music for her orchestra in a 5-year rotation so that 
pieces do not repeat over the course of a student's high school career. She 
includes pieces from each time period and looks for students with extraordinary 
talent whom she can feature in her spring concert. When referring to sacred 
literature that she programs she said, "I have something Classical, Baroque, and 
something modern. I do that for each group. It is really more about the styles of 
music than the religious implications. I am going for those different time chunks." 
Laura has a notebook with the repertoire she has done for the past 30 
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years, and considers herself well versed in choosing appropriate literature both 
sacred and secular for her vocal ensembles. She works on a 6-year rotation to 
ensure she does not repeat anything. When I asked her what her thoughts were 
about choosing or not choosing to program sacred music, she said: 
I do not even think sacred or not. That never, ever, ever, enters my mind. 1 
just think good music. If I have 45 kids singing in front of me, they can 
each have their own personal experience in that song as I can. My 
experience is mostly from the chords and harmonies that are moving and 
what I can do to shape a phrase. I do not really think about the text. I 
mean that is kind of the last thing I ever think about because if I have 
chord structures and harmonies that are really, really moving me, then that 
is what I am teaching for. 
When programming literature-sacred or secular-participants seemed to 
have the freedom to choose literature for their ensembles that addressed the 
strengths and weaknesses of each group and represented various genres, time 
periods, and cultural traditions. Methods of programming varied among 
participants as well as the amount of sacred music programmed by each 
participant. Although responses varied as to the types and times of concerts, 
participants presented at least two school performances, performed at a number 
of community events, and participated in competitive festivals. Most participants 
reported presenting either a winter or Holiday concert in December or some 
presented their first concert performance in January. 
Issues and Experiences 
In the fourth portion of the interview, I was most interested in any issues 
and experiences participants had in regard to their choices to include or exclude 
sacred music from their program. There were several situations when 
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participants had to defend their choice to include or exclude sacred music from 
their programs. The numbers of complaints received by participants were few but 
originated with a variety of groups including parents, administration, and 
community members. 
The issues most participants experienced concerned their inclusion of 
sacred music and more specifically, the inclusion of Christmas music or the lack 
of Jewish music; however, there were a few instances when a complaint involved 
the exclusion of sacred music. At times other than the December holidays, the 
inclusion of sacred literature did not seem to be as great an issue. In the 
following examples, I present several situations in which school staff and 
administration address the origin, context, and resolution of various complaints. 
Participants Role in Resolving Issues Related to Sacred Music 
Teachers used four main methods of resolving issues relating to issues 
concerning their use of sacred music. The most common method of resolution 
was some form of exemption from participating in a portion of rehearsal and 
performance that included sacred music. In a few instances, teachers found that 
· although explaining lyrics, translations, and meaning of text may have helped 
clarify their reasoning for including a specific piece, the teacher still had to 
exempt the student from that portion of rehearsal and performance. One teacher 
was adamant that if a student or parent did not agree with their decision to 
include sacred music, they could either participate or drop the class. Discussing 
the issues with parents and students seemed to be the most successful method 
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of resolving and diffusing issues concerning the use of sacred music. 
Teacher's use of exemption. Two participants dealt with situations 
involving students who were Jehovah's Witnesses and not permitted to study or 
perform Christmas music. In this first example, a student questioned Andrew's 
choice of Leroy Anderson's "Christmas Festival." In response, Andrew gave the 
student alternatives to performing this piece such as not playing the concert or 
just not playing that particular piece. The student was satisfied to sit out for just 
that piece. In this situation, a simple exemption was enough to avoid any further 
conflict. In another situations, Julia had students who were Jehovah's Witnesses 
drop her class without her knowledge. This upset her because she would have 
arranged for those students to step off the stage or even change her program. 
Harrison begins each year by telling his students that they will be singing 
music from all different genres and time periods. If he selects a piece in Latin and 
it says "God" in the text, students may take issue, but Harrison always responds, 
"There is no policy that says I am not allowed to do this. If there was a policy, it 
would more or less say that I am not allowed to promote a faith or a belief of any 
kind ." For the first time in Harrison's career, in 2009, Brenda, a Jehovah's 
Witness, told him that she had a problem with some of the literature. By speaking 
with the student and rearranging rehearsal schedules, Harrison was able to avoid 
any further conflict. He praised Brenda's maturity, and he rearranged his 
rehearsals so that she could either come late or leave early depending on when 
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he was rehearsing the particular piece. For the concert, she sat in the choir room 
during those particular pieces. 
Explaining the meaning and translation of text. Other types of 
complaints involved the misunderstanding of lyrics or translations. In Chelsea's 
first teaching position, she had asked her supervisor/vice-principal if she could 
include the translation of "T'Filah," a Hebrew song about peace in Israel, in the 
winter concert program. Chelsea explained that it had minimal references to God 
and with the approval of her supervisor, copied the programs for her concert: 
Sometimes people need to know what these songs are about. It is not a 
secret, people can go home and look them [the text] up too, and she said 
it was fine. I had my piano player play a little vamp over the first four bars 
and my kids read it. I was pulled in immediately the next morning and told 
that it sounded like I was holding Temple at school, and it was absolutely 
unacceptable. 
I asked Chelsea if anyone had mentioned anything about the piece prior to the 
concert and she said, "None of the kids and none of the parents. In fact, the town 
has a big Jewish community, so they were excited. They loved it." 
Karen's student would not sing, "Let it Be," and although the student loved 
the Beatles, she knew her mother would not approve of her singing the words 
"Mother Mary." Karen agreed to an exemption saying, "She could sing along in 
class but not on the concert; she could just step offstage, or whatever she felt 
comfortable doing." 
Karen also had a student whose mother did not speak much English . 
When the daughter brought home the piece "The Ballad of Sweeney Todd," the 
mother thought Demon Barber meant devil so she would not allow her child to 
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sing it. Karen explained that it did not mean devil and that the piece was not a 
religious song. She had to excuse the student from that song because the 
mother just could not understand due to the language barrier. 
Asking students to drop the choral class. Laura had been teaching for 
more than 30 years at the time of this interview, and although she said no one 
ever challenged her use of sacred music, she clearly remembered a situation 
that occurred in her second year of teaching. Laura said that a student brought 
his folder home; the mother reviewed the literature, and told the student that he 
could not sing a particular song. Laura gave the student the choice: "Stay and not 
sing that piece or go to guidance and find another class." The student actually did 
go to guidance and switch classes. Laura said , "It was easier to be removed from 
the whole situation in the event that there was going to be something else that 
was not going to fly at home." 
Discussing the issues with students and parents. David once had a 
Jewish , African American student ask him why they did not sing more music that 
was Jewish. David responded by asking her what holidays were the most 
important in the Jewish tradition. She did not include Hanukkah, and David then 
explained that because Hanukkah was not a major holiday, there was only a 
small selection of music from which to choose: 
Well, you see, there is no Presidents' weekend music. There is no 
Columbus Day music because those are minor holidays. Do you really 
want me to insult your intelligence by putting in something to appease you, 
or would you like me to do something in Hebrew that actually sends a 
message of your faith? If I am going to do a piece of Hebrew music, it is 
going to be quality; it is going to reflect your culture with the respect and 
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dignity that it requires. For the same reason, if somebody actually came 
out with a piece of Arabic music that is actually approachable by a 
Western choir, I would do it if it gave the culture respect and dignity. 
In some instances, both a parent and student voiced concerns. In other 
situations, even though the child did not have a concern-that participants knew 
of-the parent made a complaint. For example, a parent complained to Andrew 
and the choir director at New Valley High School for their performance of the 
"Mass in G" by Schubert. The mother of a choir student sent an e-mail of concern 
to the choir director and copied it to "everyone under the sun." The parent wanted 
to meet with the choir director to discuss why her daughter was being "forced" to 
sing a mass saying, "She should not be coming to a public school concert, and 
having to sit through a mass and felt it was inappropriate." Reflecting on the 
situation, Andrew and his colleague thought they could have avoided the 
confrontation if the student or parent came to them prior to the performance to 
discuss it. The teachers would have given the student an alternate assignment. 
Administrative Role in Resolving Issues Regarding Sacred Music 
In the next examples, school administrations played a role in influencing 
teachers' decisions to include or exclude sacred music. Julia's choirs sing the 
"Hallelujah Chorus" at the end of every winter concert, and each year somebody 
questions the board of education about her choice to include that piece. Julia has 
never had to go before the board of education or the superintendent to defend 
herself because she has the support of the board to continue this school 
tradition. 
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Ellen told me of a situation that occurred approximately a decade ago in 
her district of Stillworth. The district's music department was called into the board 
office when a principal at one the elementary schools objected to elementary 
students singing John Rutter's "The Lord Bless You and Keep You" along with 
the high school students at a combined school and community fund raising event. 
The principal was concerned that the piece was a Christian piece, but as Ellen 
said: 
Actually, it ["The Lord Bless You and Keep You"] is from the Old 
Testament. It is not going to offend anyone who is Jewish because it is 
from his or her religious beliefs as well. Maybe it would if someone were 
atheist. Now this has been a tradition for a choir concert to always end 
with "The Lord Bless You and Keep You." The seniors always do it in hand 
signs as well. It is just something that has always been done for many, 
many years in this district. We pointed out that it is Old Testament. We 
then explained that there is a lot of music that is religious based; we would 
have to cut so much out of our program in terms of curriculum and missing 
whole chunks of the history of music by taking out all religious music. 
In this situation, there was no parental involvement-only administration 
and music teachers. The administration listened to the teachers, allowed the 
piece, and the groups continued singing it as a school tradition. As a result, the 
superintendent issued a letter to the music staff to be sure that they balance all 
concerts and represent different cultures and beliefs. 
In both of these situations, singing the "Hallelujah Chorus" and "The Lord 
Bless you and Keep" had become school traditions. I did not ask Julia and Ellen 
if these pieces were also part of the yearly curriculum, or what musical aspects of 
the pieces were included in their lessons. If these situations are judged against 
the Lemon test, it seems that indeed these schools were singing these pieces 
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with a secular purpose-as school traditions-and not to promote religion or 
encourage unnecessary involvement of the government. 
Julia had a situation in which a parent questioned some lyrics in the song 
"How Can I Keep from Singing." The text was "0, to the rock, to the rock I am 
clinging," and according to Julia, she did not even realize that the text would be 
an issue. In this situation, Julia's principal addressed the situation explaining the 
text was from a Shaker tune, and the parents seemed to accept this explanation. 
Julia was not a part of the meeting between the principal and the parents so 
there was no way of knowing the exact context of the conversation; however, 
Julia portrayed her administration as religious and suggested that their 
experience and religious background may have aided in defusing the situation. 
In one case, the administration found a way to manipulate school policy to 
include sacred music when policy clearly forbade it. Greg did not experience the 
series of events in Cressler Township that led to the district policy on religion in 
schools; however, he lives with the ramifications of that policy today. 
See we can rehearse anything we want at any time of the year. We just 
cannot perform it in the holiday season. That is basically, what it comes 
down to. If I want to play the Leroy Anderson's "Christmas Festival" in 
May, no problem. If I want to do the "Hallelujah Chorus" in May, no 
problem, but we cannot do any of that stuff around December 25 or in the 
holiday season. 
Although this policy was in place, the board of education continued to 
invite his band each year to a luncheon for all members of the board and 
employees. The luncheon takes place in December much like a typical office 
Christmas party. Greg's band attends the board luncheon and has an open 
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rehearsal. Greg explained that the board invited the band to rehearse on their 
stage during the meeting, and because this is a rehearsal and not a formal 
performance, they may play any of the holiday music that their board policy 
strictly prohibits. Greg said, "It is not a performance, it is an open rehearsal. We 
just have guests at our rehearsal." While the board may not intend to promote 
religion, the encouragement of Greg's band to play only holiday music seems to 
contradict the first portion of the Lemon test; the selection should have a secular 
purpose. 
Lastly, sensitivity meetings held in the Jenson schools originated with two 
situations that occurred in the elementary schools. In one situation, a group of 
parents took issue with the lack of Chanukah music at the elementary schools' 
winter concerts. In the other situation, Isaac explained that second-grade 
students wrote letters to Santa Claus, and those letters were delivered to the 
middle school. As a writing assignment, those students wrote back to the 
second-grade classes as Santa Claus. Isaac took issue with this and said: 
I think that is certainly not being very inclusive. What it is basically doing is 
saying to a kid who is second grade-who might not have a clue as to the 
existence of Santa-that you are actually validating that there is a Santa 
Claus because you are getting a return reply from this mythical person. 
How do you then take that home? If that kid is of Jewish origin, or 
Islam, and you got a letter written back from Santa Claus? Yeah, I can see 
where they would be upset over that, and I think the main catalyst for the 
religious sensitivity was this Santa Claus letter writing. 
The experiences of these interview participants represent those few 
situations identified as issues. In each situation, someone addressed the conflict 
and resolved the issues. In some cases, formal, informal, or implicit policy as 
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understood by the participants aided in the resolution of a conflict, but mostly, the 
music teacher or an administrator resolved the situation and therefore avoided 
further conflict. 
Summary 
Although the interview participants in this study represented a range of 
backgrounds and value systems, there was consensus among these music 
educators in New Jersey regarding school policy and the use of sacred music in 
public school music programs. With the exception of Greg and Karen-who have 
written policies in their districts-there seems to be a lack of any formal policy 
regarding the use of sacred music. Several participants believed there was some 
form of state policy, others operated under an implicit policy within their buildings, 
and most held themselves accountable to their own personal guidelines. 
In each interview, participants described their methods of selection, 
teaching, and performance of sacred music. I found that both questionnaire and 
interview participants valued the inclusion of sacred music as a part of a well-
rounded music program. Each participant included sacred music for educational 
purposes and not as a method of religious promotion. They attempted to balance 
their programs with secular and sacred music of all genres and time periods. 
Many of the participants did not hesitate to delve into translations and meanings 
of the text, yet others were more careful even to the point of changing the text in 
order to avoid conflict. 
Each of the 12 participants was responsible for choosing the content of 
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their programs. Very few participants had any administrative overseeing and 
most were responsible for forming , implementing , and enforcing any form of 
policy regarding the use of sacred music. This is consistent with available 
research in that the classroom teacher is most responsible for implementing 
policy (Debard & Kubow, 2002; Elmore, 2008; Grant, 2000; Hill, 2003; Honig, 
2006; Leithwood et al., 2002; Leung, 2008; Leung & Yip, 2008; Lipsky, 1980; 
McDermott, 2006; Mclaughlin, 1987; Watkins, 2008). Although most participants 
wanted nothing to do with having a policy dictate what they included in their 
programs, of those that discussed the creation of policy, participants agreed that 
as experts in the field, they would all want to be part of writing such a policy if 
necessary. Participants have indicated that they already have experience 
creating their own informal, personal guidelines, implementing and enforcing 
these guidelines, and dealing with various issues regarding the use of sacred 
music in their programs. 
CHAPTER SIX 
SUMMARY AND CONCLUSION 
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Although research in the area of policy development and implementation 
is abundant, very few studies address the music teacher's role in developing and 
implementing policy or the music teacher's attitude and perception of policy as it 
pertains to the use of sacred music. In this qualitative study, I examined how 
policy, teacher perceptions of those policies, and teacher attitudes about the role 
of sacred music influence the inclusion or exclusion of sacred music in public 
high school music programs. I specifically investigated what policies governing 
the use of sacred music exist in the New Jersey public schools, who enforces 
and implements those policies, and what role the teacher plays in their 
implementation. I also investigated recommendations for making educational 
policy decisions and implementing policy as it applied to sacred music in the 
public schools. In the following discussion, "participants" includes those 
participants in the survey portion as well as the interview portion of this study. 
Participants discussed the rationale behind their decisions to include or 
exclude sacred music, and shared their experiences with administration, 
colleagues, students, parents, and community members regarding their inclusion 
or exclusion of sacred music from their programs. I hope that discovering the 
factors contributing to those decisions will encourage music educators to 
participate in the many facets of school policy as it applies not only to the use of 
sacred music in the public school, but perhaps in other areas of education as 
well. In this study, I addressed the following research questions: 
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1. What policies regarding the use of sacred music are in place in New 
Jersey public schools? 
2. To what extent are teachers aware of state, district, or other policies 
regarding the use of sacred music? 
3. In what ways are music teachers' decisions to include or exclude 
sacred music in their programs influenced by written or implied 
policies? 
4. What are music teachers' attitudes and perceptions regarding the use 
of sacred music in public schools? 
5. What, if any, other factors influence music teachers' decisions to 
include or exclude sacred music in the curriculum? 
The study was qualitative in nature, designed so that I would understand 
the particular contexts that influenced participants' decisions to include or 
exclude sacred music in their music programs (Colwell, 2006; Creswell, 2007). I 
was not concerned with comparing large groups of participants; rather, I wanted 
to understand the experiences of a small, purposefully selected, group of 
individuals (Orcher, 2005). 
In Stage 1, I collected preliminary data to gain an understanding of the 
population in general (Phelps et al., 2005; Phillips, 2008) . I sent questionnaires to 
a sample population consisting of all public high school (grades 9-12) 
instrumental and vocal music teachers in New Jersey who were members of 
MENC (Orcher, 2005; Phelps et al., 2005; Phillips, 2008). In Stage 2 of the study, 
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I focused on the detailed experiences of a smaller group of participants through 
individual interviews (Orcher, 2005). I conducted interviews with 12 purposefully 
selected teachers who had personal experiences in their school districts in the 
area of inclusion or exclusion of sacred music in their programs (Colwell, 2006; 
Maxwell, 2005; Orcher, 2005; Phelps et al. , 2005) . 
Using qualitative data analysis, I compiled, organized, coded, and 
analyzed data in order to discover factors that emerged and understand the 
experiences of the music educators participating in this study (Creswell, 2007; 
Phelps et al. , 2005). In this concluding chapter, I present a review of the findings 
as they apply to the research questions, discuss the results and implications of 
this study on the field of music education, and make suggestions for further 
research. 
I limited this study to sacred music of a Judea-Christian tradition. 
Historically, sacred music of the Judea-Christian tradition provided a foundation 
for American music education. School music curricula typically includes learning 
music based on a Western harmonic system and students are not exposed to the 
different harmonic systems and tonal languages of world musics. Additionally, 
the literature and court cases I reviewed focused only on religious issues of a 
Judea-Christian tradition . Perhaps when sacred music from religions such as 
Buddhism, Islam, and Hinduism becomes more accessible, teachable, and 
performable by Western musical ensembles, there will be opportunity to study 
the impact those musics have on school curriculum and religious policies. 
Findings 
The data in this study reaffirmed the notion that teachers had little 
involvement in developing official policy, yet they were responsible for 
implementation of existing school policies (Debard & Kubow, 2002; Elmore, 
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2008; Grant, 2000; Hill, 2003; Honig, 2006; Leithwood et al., 2002; Leung, 2008; 
Lipsky, 1980; McDermott, 2006; Mclaughlin, 1987; Watkins, 2008). Similar to the 
research literature, the majority of teachers had no knowledge of formal policy 
concerning sacred music in their schools, and none of the participants was 
directly involved in any formal policy development (Boyd, 1999; Burch, 2007; 
Fink, 2001; Malen, 2003; Skok, 1992). 
In this study, the data showed that indeed, in schools where policy was 
vague, implied , or altogether absent, individual teachers made curricular 
decisions independently based on the varying availability of policy and the 
various experiences of those teachers (Lipsky, 1980). Classroom teachers were 
responsible for curricular content, implementation, and enforcement of policy 
whether formal , understood, or personally developed and seemed to accept that 
people might question their decisions to include or exclude sacred music. In the 
following section, I address participant's perception of policies regarding sacred 
music in New Jersey public schools, the influence of written or implied policies on 
the use of sacred music, the attitudes of participants regarding the use of sacred 
music, and any other factors that influenced participants' decisions to include or 
exclude sacred music from their programs. 
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Awareness of Sacred Music Policies in New Jersey Public Schools 
In New Jersey, few policies existed regarding the use of sacred music at 
the state, district, and building levels. Ninety-one percent of the survey 
participants responded that they were not aware of any state-level policy. The 
remaining participants (9%) claimed to be aware of some form of formal policy 
yet had varying responses. Brian, Ellen, and Karen stated that they thought there 
was a state policy regarding the use of sacred music in public schools; however, 
in all of my research, I was unable to find any state policy. 
During the interview portion of the study, when I asked about district and 
school policies regarding the use of sacred music, only three participants 
responded that their districts had formal policies. Greg, Ellen, and Karen reported 
having formal board policies that governed either the topic of religious materials 
in school or specifically, the use of sacred music. Cressler Schools allow for the 
study and performance of sacred music throughout the school year, with the 
exception of performing sacred music during the holiday season. Elton Township 
had a policy regarding the use of sacred music, which directed teachers to 
remain neutral when teaching sacred music and not attempt to advance or inhibit 
religion in any way. Finally, Ellen believed her district had a formal policy, 
although she had not seen the policy herself. 
Influence of Written or Implied Policies on the use of Sacred Music 
Written or implied policies regarding sacred music had more to do with 
regulating when teachers can program sacred music and making sure teachers 
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balance programs with a variety of other types of music, than with restricting the 
participants' decisions to include or exclude sacred music. District and building 
policies allowed for music educators to program sacred music in the curriculum 
but with varying levels of accountability. For example, Greg explained that at 
Cressler High School, students may study sacred music but they cannot 
performed it at the school's winter concert. In other schools, the traditional 
December concert is moved to January to avoid the entire issue of programming 
holiday music altogether. The advantage for those music educators working 
under implied policies seemed to be a greater flexibility to study and perform 
sacred music as each determined appropriate for their groups and with little 
administrative oversight. 
Attitudes and Perceptions Regarding the use of Sacred Music 
The consensus among the participants was that sacred music was an 
important component of a well-rounded music program. Participants programmed 
sacred music for its educational value and not for devotional or religious 
purposes. Participants chose to program a variety of sacred and secular music 
from all time periods in order to teach history, performance technique, 
appreciation for various genres, and exposure to various cultures. 
Teachers recommended a balanced program that included sacred and 
secular music and, if possible, music of other religions such as Buddhism, Islam, 
and Hinduism. They carefully communicated musical concepts, did not ask 
students to believe in any of the religious texts, and did not discuss or promote 
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any of the religious ideas in the music. Five survey respondents did not program 
sacred music but attributed the same value to the study of sacred music. 
Expressing a desire to involve all students in music, teachers made 
special arrangements to their rehearsal schedules, changed repertoire, made 
accommodations to dress codes, and changed text. These teachers worked with 
parents and students to find ways-creating their own policies-to allow for the 
greatest amount of student participation while being sensitive to those students' 
needs. Repeatedly, teachers' communication skills and flexibility showed to be 
important traits in reconciling sensitivity to student needs and meeting the 
demands of the curriculum. 
Other Factors Influencing Decisions to Include or Exclude Sacred Music 
Teachers overwhelmingly reported that the greatest factors influencing 
their decisions to include or exclude sacred music from the curriculum were 
avoiding potential complaints, the appearance of exclusion of particu lar religions, 
and the risk of student discomfort, offending, or alienating students, parents, 
administration, and community members. For the non-tenured teachers, adhering 
to school policy-in any form-was in the forefront of their minds. Chelsea and 
Julia were both concerned with avoiding conflict and keeping their jobs, and 
although both teachers study sacred and secular music with their students, each 
expressed that until they were tenured, it would be easier to study only secular 
music. 
Music teachers reported that they received both praise and criticism for 
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their inclusion of sacred music. Of the 67 survey participants, 18 faced some sort 
of complaint regarding their decisions to include or exclude sacred music from 
their programs. Whether teachers included or excluded sacred music in their 
programs, they understood that they might face complaints for whichever 
decisions they made. 
Discussion of Results 
Only a few participants suggested that there was a state, district, or 
building-level policy regarding sacred music. Whether teachers were just not 
aware of their school's policy, or if no policy existed, has not been clearly 
determined from the data. It is possible that schools have policies regarding the 
use of sacred music, and teachers are just not aware or uninformed of these 
policies. It is also possible that teachers knew their school had a policy but were 
not encouraged to look it up until they read the question in the questionnaire 
I found that like Karen, I had to search through many volumes of my own 
school district's policy to find the single page that addressed the topic of religious 
materials. I wonder if music teachers did the same, they might find that their 
districts also had some form of policy regarding the use of sacred music. In 
addition, if a school district has not dealt with complaints regarding the use of 
sacred music, there might be little reason to look for a policy. In the following 
discussion, I focus on five areas including: (a) a lack of formal policy regarding 
the use of sacred music, (b) the lack of teacher involvement in policy 
development and implementation, (c) complaints regarding the use of sacred 
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music, (d) the altering of text as a method of avoiding conflict, and (e) the effect 
of exemption on the study and performance of sacred music. 
Lack of Formal Policy Regarding the use of Sacred Music 
Participants reported informal policies in the form of occasional memos or 
flyers regarding holiday decorations and celebrations, or curriculum that required 
that music selected should cover all genres and time periods. In several schools, 
participants understood that certain criteria should govern their decisions to 
include sacred music in their programs. With such informal or implied policies, 
teachers must interpret and implement policies that they may not fully understand 
(Duemer & Mendez-Morse, 2002; Henson, 2001; Hill, 2003; Lipsky, 1980; 
Leithwood et al., 2002; McDermott, 2006; Mclaughlin, 1987; Tschannen-Moran 
& Hoy, 1998; Wheatley, 2005). 
This lack of formal policy regarding the use of sacred music in public 
schools was a source of frustration for a few participants. These participants 
voiced their frustration in attempting to either include all religions or remove all 
signs of religion from their curriculum. Although participants disagreed with the 
complete exclusion of sacred music in their winter concerts, they appreciated the 
lack of pressure to include all religions in their choices of literature. Again, a lack 
of formal policy and administrative guidance left the teachers to decide for 
themselves what was best for their programs (Lipsky, 1980). 
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The Importance of Teachers' Perceptions and Attitudes Toward Policy 
While school policies may provide guidelines for the use of religious 
materials, based on prior research and the results of this study, participants' 
perceptions of policy and attitudes toward policy was an important factor in their 
choices to include or exclude sacred music from their programs. Research 
showed that teachers' individual perceptions of policy, communication styles, 
value systems, attitudes, perspectives, and interpretations may influence how 
they implement policy and make curricular decisions for their classroom (Duemer 
& Mendez-Morse, 2002; Henson, 2001; Leithwood et al., 2002; Leung, 2008; 
McDermott, 2006; Mclaughlin, 1987; Plummer, 2003; Tschannen-Moran, & Hoy, 
1998; Wheatley, 2005). 
In this study, teachers describe formal, informal, and implicit policies 
regarding the use of sacred music. In two cases, participants were able to 
reference a written policy, however, other descriptions of policies were based on 
what participants believed to be required of them yet there was no way to confirm 
their perceptions of these policies. A few survey and interview participants had 
no interest in any form of policy because they believed that as experts in their 
field, they knew what was best for their students and chose literature regardless 
of any written or implied policy. The idea that teachers' perceptions and attitudes 
toward policy may influence policy implementation and curricular delivery is an 
important topic for future research. 
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Teacher Involvement in Policy Development and Implementation 
Regardless of the type of policy, the responsibility for enforcing policy 
ultimately fell primarily on the classroom music teacher. This finding is similar to 
the findings in previous research (Grant, 2000; Leung, 2008; Lipsky, 1980; 
Watkins, 2008). Although any form of policy seemed to initially guide music 
teachers' decisions to include or exclude sacred music from their programs, 
inevitably, teachers who worked under informal or implicit policies, created, 
implemented, and enforced their own guidelines. The teacher-who seemed to 
most understand student, parent, and community issues-was typically not 
included in the process of developing policy, yet was responsible for much of the 
policy process. For these reasons, if schools were to develop formal policies, it 
would be beneficial to include the music teachers (Watkins, 2008). 
In districts where there were no policies, interview participants seemed 
uninterested in having any policy that would dictate their use of sacred music. 
Most were happy with the flexibility to choose their literature without the 
interference of any formal policy. However, Andrew, Brian, David, and Karen 
shared that if there were going to be a policy regarding the use of sacred music, 
then they-as experts in the field-would want to be involved in writing those 
policies. 
Formal policy regarding the use of sacred music may help support the 
teachers' decisions as well as clearly define the expectations of the music 
program as a whole. Creating this type of policy might be an opportunity to 
encourage teachers to become involved in the policy-making process as was 
suggested in previous research (Jones, 2008; Kos, 2007). 
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Encouraging teachers to get involved in the policy process, however, can 
begin before a teacher accepts their first assignment. I suggest focusing on pre-
service teachers. Perhaps undergraduate education classes such as primary and 
secondary methods courses could include a component dedicated to policy 
related issues. Student teaching assignments, mentoring programs, new teacher 
orientations, and faculty manuals might be other areas to introduce teachers to 
the policy process. 
Complaints Regarding the use of Sacred Music 
It seemed that due to a general lack of written policy, many music 
teachers were responsible for defending their decisions and justifying their 
choices of literature. The number of situations where participants experienced 
conflicts and issues regarding the use of sacred music in their programs were 
few, but the intensity of the complaints made obvious impressions on the 
participants for each to remember the details of these situations. 
Participants reported that the majority of complaints originated from parent 
concerns, although teachers also received complaints from students, 
administrators, community members, and clergy. The complaints concerned 
participant's inclusion of sacred music and more specifically, the inclusion of 
Christmas music as well as the lack of Jewish music. Single individuals initiated 
these complaints, which seem to suggest that the complaint of an individual has 
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great potential for conflict. At times other than the December holidays, the 
inclusion of sacred literature did not seem to be as great an issue. In each 
situation, either administration or teaching staff addressed the complaint and 
resolved the issue. In some cases, formal, informal, or implicit policy aided in the 
resolution of a complaint, but in most cases, the music teacher resolved the 
situation and therefore avoided further conflict with parents, administration, or 
community members. 
Altering Text as a Method of Avoiding Conflict 
Participants agreed that much of the foundation of choral and instrumental 
music originated with the church. In varying degrees, all the teachers had some 
discussion of translations and meanings of the text in the repertoire, and were 
willing to change titles of pieces and specific text to avoid potential conflicts. 
Changing a title or text could be cause for concern because copyright law 
prohibits changing lyrics without permission from the song's copyright owner, 
(United States Copyright Office, 2011; Richmond, 2002). Several participants-
not only non-tenured teachers-voiced the concerns of their administrations that 
they avoid or even change some text that specifically says the name Jesus or 
has religious references. However, when literature was in different languages, 
there was little concern. For example, if the Latin text includes Jesu, it was 
acceptable because it involved the use of foreign language. 
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The Effect of Exemption on the Study and Performance of Sacred Music 
The idea of an exemption policy was one of the factors that emerged from 
the data. In New Jersey, students can seek several types of exemptions such as 
absence for religious holidays, curricular exemptions for special education 
students or those with disabilities, and religious and medical exemptions from 
immunization (NJDOE, 201 0; NJDOE, 2013; New Jersey Department of Health 
and Senior Services, 2008). Trying to accommodate parent and student requests 
for exemption seemed to be good education practice although school district 
administrations are not required to honor every request. After parents submit a 
request for exemption, the school determines whether it is a realistic request, and 
then makes a decision about the request (Haynes, Chaltain, Ferguson Jr., 
Hudson Jr., & Thomas, 2003; Lofaso, 2009). 
In this study, it seemed that the same exemptions teachers used to help 
remedy issues of studying and performing sacred music may actually exclude 
students from the learning environment. Exemptions included walking off stage 
or sitting during a particular performance, sitting quietly and reading during 
rehearsal, excusing a student from a concert, and excusing students from 
rehearsals and performances for religious holidays and community events. Most 
of the exemptions reported in the study involved teachers exempting students on 
an individual basis. In situations where participants arranged for a student to "sit 
out" or "walk off stage" during rehearsals or performances, that student may not 
be receiving an equal music education as his or her peers. 
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At a district level, the board policy in Cressler Township allowed for the 
study and performance of sacred music at any time during the year except the 
December holiday season. Greg said: 
See we can rehearse anything [sacred music] we want at any time of the 
year. We just cannot perform it in the holiday season. That is basically, 
what it comes down to. If I want to play the Leroy Anderson's "Christmas 
Festival" in May, no problem. If I want to do the "Hallelujah Chorus" in 
May, no problem, but we cannot do any of that stuff around December 25 
or in the holiday season. 
The board of education in the Cressler School District formally instituted their 
policy after a very public debate surrounding a single parent complaint. I wonder 
if the board of education formed this type of mandatory exemption simply to 
avoid a repeat of the conflict that initially occurred. Certainly, the issue of 
exemption warrants further investigation. 
As I looked into this topic a little further, I found a number of articles 
concerning students and families requesting exemptions for school attendance, 
vaccinations, and religious holidays (Haynes et al., 2003; Lofaso, 2009). 
However, I did not find any studies on how exemptions effect students' learning. 
Although this topic is beyond the scope of this study, it would be interesting to 
investigate how these types of exemptions affect student learning. 
Implications of the Study 
In this qualitative study, I examined how policy, teacher perceptions of 
those policies, and teacher attitudes about the role of sacred music influence the 
inclusion or exclusion of sacred music in public high school music programs. 
Although the focus of my study was on music teachers' use of sacred music in 
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public schools, I believe the results of this study may have implications for other 
aspects of policy, curriculum development, teachers, and administrators. 
This study can serve as an encouragement for teachers to get involved in 
all aspects of the policy process. Based on the variety of responses on 
awareness of state, district, and local policies regarding sacred music, there was 
little awareness of school policies. Participants claimed to be aware of policies at 
the state level that did not exist, district policies that they could not confirm, and 
an assortment of implied and understood policies left to individual interpretation. 
Education policy makers are developing policy without the input of the 
teachers who are responsible for implementing school policy. Having to 
implement school policy that teachers do not fully understand could have 
implications on how they deliver curriculum in classrooms in New Jersey schools. 
With participants in this study willing to be a part of creating formal policies 
regarding the use of sacred music, I would think that if given the opportunity and 
support, other subject teachers might be willing to play a role in policy 
development. 
Teachers can have a tremendous impact on policy development since 
they are in the everyday life of public schools and in constant contact with 
colleagues, administration, parents, students, and community members. 
Although I did not ask how teachers might get involved in the policy process, I did 
ask if participants believed there should be a written policy regarding the use of 
sacred music in the curriculum or if they wanted a current policy changed. 
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Several participants offered suggestions as to how they would want policy 
established. For example, Andrew, Karen, David , and Brian would want the 
music staff to be involved in the process of writing policy suggesting that non-
musicians would not understand the importance of sacred music in the context of 
performing ensembles as well as elective courses such as music history and 
music appreciation . 
I would encourage teachers to participate in all aspects of the policy 
process, from learning about their own school's policies to serving on policy 
development committees. Based on the results of this study, I suggest creating a 
policy that allows for exemptions of various types yet does not lessen the 
learning process. The teacher would be a vital asset in this process as they 
would be the ones creating alternate assignments that meet the needs of the 
students and the curriculum. I am not suggesting that this is the only way to deal 
with exemptions, however, the ideas and expertise of the classroom teacher 
would be valuable to the policy process. 
I would also suggest a district policy that gives the teacher the freedom 
and flexibility to choose sacred and secular music that is musically, educationally, 
historically, and culturally valuable. This policy would include language that 
assures that teachers introduce students to a wide variety of music of all genres 
and time periods. This type of formal policy could serve as a resource for 
teachers so they could understand district expectations and fulfill the 
requirements of the curriculum. 
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In this study, because teachers were generally not aware of any formal 
type of state, district, or building level policies regarding the use of sacred music, 
1 would recommend in-service programs that address religious materials in the 
curriculum for all faculty and staff. This information could also be included in a 
faculty manual or new-teacher orientation. These programs would increase 
teacher awareness of policies, help teachers understand district expectations, 
and possibly avoid future conflicts, 
Several participants expressed concern that it was difficult to represent all 
cultures and all religions in their programs due to lack of quality music of many 
cultures. As world musics become more available and performable by Western 
musical ensembles, teachers will need further education in order to teach musics 
with different tonal systems and understand the intricacies of the tonal languages 
of both African and Asian musics. Furthermore, categories of sacred and secular 
music did not separate the African tribal music brought to America in the early 
1ih century (Crawford, 2001). In Africa, music is about religion, agriculture, 
fertility, hunting, war, and celebrations of daily living: music is naturally sacred 
(Tanner, 2006). The study of world musics is beyond the scope of this study, 
which is, again, one of the reasons I limited this study to sacred music of a 
Judea-Christian tradition. 
I hope that this study will encourage administrators and music educators 
to find value in the study and performance of sacred and secular music of all 
cultures, and support music educators' choices to study and perform all genres of 
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music for its value regardless of its sacred or secular origins. I would also 
encourage music educators to seek out any policy regarding religious materials 
that exist in their home districts since knowing what policies exist may help guide 
their literature choices, avoid possible conflict, and resolve future complaints. 
Suggestions for Further Research 
Researchers agreed that continued research was necessary in each of the 
areas of policy development and implementation (Boyd, 1999; Clune, 1993; Fink, 
2001; Goodson et al., 2006; Henson, 2001; Hope, 2002; Malen, 2003; 
McDermott, 2006; Mclaughlin, 1987; Rosenberg, 2006; Skok, 1995; Wheatley, 
2005). I would specifically recommend that music teachers take a more active 
role in the policy process and in continuing research. Teachers have indicated 
that they already have experience creating their own informal, personal 
guidelines, implementing and enforcing these guidelines, and dealing with 
various issues regarding the use of sacred music in their programs. With their 
lack of involvement in the formal process of developing policy, it may benefit the 
field of music education to include, encourage, and offer opportunities for these 
teachers to get involved in research. They are the experts in their field , they 
understand the communities in which they teach, and strive to serve the students 
and the community. 
I suggest further research into the effects of exemption policies on student 
learning. Although the literature on seeking exemptions seems to be abundant, I 
did not find studies on the effects of these exemption policies. I would be 
158 
interested in discovering how-if at all-exemption policies affect all aspects of 
student learning. For example, if students are not participating equally, they may 
receive a lesser education, which may have a negative effect on assessments 
and standardized test scores. Teachers may also find that having to 
accommodate various exemption requests interrupts the sequence of their 
lessons, creates additional work for the teacher when planning lessons, and 
makes it more difficult to meet the demands of the curriculum. 
Future research could include expanding this type of study to include all 
music teachers in K-12 schools, perhaps concentrating individually on 
elementary and middle school music programs. Further research might include 
surveying and interviewing teachers in private and charter schools, since many 
times, the administrations of these schools operate differently from those of 
public schools. Although the topic of sacred music would not apply to all subjects, 
the idea of studying teacher involvement in policy development could apply to 
other academic subjects. 
One school in this study received national attention for a situation 
regarding the use of sacred music. The experiences of the other participants in 
this study received little or no public attention. If other schools have experienced 
similar controversies, I would be interested in knowing how those situations were 
resolved . I would recommend case studies of these schools and the individual 
situations. 
There may be opportunities for historical research in collecting the oral 
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histories of retired music teachers who have been a part of a changing 
educational system across the lengths of their careers. It would be interesting to 
discover the details of how educational change affected the teaching methods 
and lives of these retired music educators. 
Closing 
In this qualitative study I examined how policy, teacher perceptions of 
those policies, and teacher attitudes about the role of sacred music influence the 
inclusion or exclusion of sacred music in public high school music programs. I 
focused on public school policies governing the use of sacred music-whether 
self-prescribed by the individual teacher, written, or implied by the school 
district-in order to answer the research questions as well as encourage 
educators to participate in ongoing discussions in the areas of policy awareness, 
understanding, implementation, and development. 
Although the focus of this study was on music teachers' use of sacred 
music in public schools, the results of this study could influence all aspects of 
policy and curriculum development and implementation in different subject areas. 
I would encourage teachers of all subject areas to get involved in all aspects of 
the policy process from learning about their own school's policies to serving on 
policy development committees. 
As implementers of policy, however, teachers need administrative and 
financial support, professional development, and encouragement to get involved 
in policy development so that they can more successfully implement school 
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policies that are understandable, relevant to their subject areas, and guided by 
clear goals and expectations. I would encourage policy makers and policy 
implementers to come together and work as a more fluid group rather than 
remain in separate roles. Lastly, I hope that music educators will be inspired to 
participate in ongoing discussions in the areas of policy awareness, 
understanding , implementation, and development as they apply not only to the 
use of sacred music in the public schools, but perhaps in other areas of 
education as well. 
APPENDIX A 
MUSIC EDUCATOR SURVEY 
Policies, Perception of Policies, and Teacher Attitudes: 
rTheir Influence on the use of Sacred Music in Secondary (9-12) 
Public Schools. 
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trhe target population for this survey includes all public high school instrumental 
and vocal music teachers who are members ofMENC/NJMEA. 
1. Are you a member of MEN C/NJMEA? DYes ON o 
2. Are you a secondary (9-12)-public school music teacher? DYes DNo 
*If you answered NO to either of the above, please disregard this survey and 
accept my sincere thanks for considering this research project. 
F"If there are multiple instrumental or vocal music teachers, please forward 
this survey for their consideration. Thank you. 
Informed Consent 
Purpose 
~e would like permission to enroll you as a participant in a research study. The 
purpose of this study is to discover how policy, written or otherwise, teacher 
perceptions of those policies, and teacher attitudes about the role of sacred music, 
influence the inclusion or exclusion of sacred music in their programs. The Principal 
Investigator, Deborah P. Gianuzzi, is a Doctoral student at Boston University and the 
project is being completed for her dissertation research. 
Procedures 
If you volunteer to participate in this study, we would ask you to complete a brief 
survey and, if chosen, participate in an interview. The survey consists of policy, 
programming, and potential issues and experience questions relating to the use of 
sacred music in secondary-public school music programs. It should take you no 
more than 20 minutes to complete the questionnaire. 
[The interview will consist of questions based on your responses to the survey 
questions. The interview should last one hour and will take place at a location to be 
mutually decided upon. The interview will be recorded and transcripts will be 
provided for review. You will have one week to review the transcripts and report 
any discrepancies or add any additional information. 
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Risks and Discomforts 
There are no known risks associated with participation in the study. It is possible 
hat you may experience some discomfort in discussing personal experiences. You 
are always free to skip a question, take a break, or stop the interview. 
Benefits/Compensation 
rrhere is no tangible benefit or compensation to the participant; however, it is hoped 
1
Lhe findings will engage music educators in an ongoing discussion about the policies, 
~eacher perceptions of those policies and teacher attitudes about the role of sacred 
music, and the influence the inclusion or exclusion of sacred music has on their 
music programs. 
Confidentiality 
Your answers will be kept confidential and may not be disclosed, unless required by 
aw or regulation. The information you provide will be published in narrative or 
aggregated form (for example, tables of information). No identifiable information 
will be included in any presentation or publication. 
Data will be stored in locked files only accessible to the Principal Investigator and 
lh.er dissertation advisor and destroyed at the end of the research. Recordings will be 
ranscribed within six months and subsequently destroyed. All research data will be 
assigned codes. The list that links the name of subjects to their code will be kept 
separately in a locked cabinet. The signed consent forms will be kept separate from 
~he research data. 
Voluntary Participation 
Your participation in this research is purely voluntary. Refusing to participate or 
discontinuing participation will involve no penalty or loss of benefits to which you 
are otherwise entitled. Should you discontinue participation, you can request that all 
data previously collected be destroyed. You may refuse to answer any question in 
he questionnaire or interview if chosen. 
Contacts 
If you have questions regarding this research, either now or at any time in the 
future, please feel free to ask them. The Principal Investigator- Deborah P. Gianuzzi 
at 973-219-5820 or at debbiepg@bu.edu will be happy to answer any questions you 
may have. Questions may also be addressed to the faculty advisor - Dr. Ronald Kos at 
617-358-5178 or at rkos@bu.edu. You may obtain 
further information about your rights as a research subject by calling David Berndt, 
he coordinator of the Boston University 
Institutional Review Board for Human Subjects Research at 617-353-4365 or at 
dberndt@bu.edu. 
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Informed Consent Continued 
~greement to Participate 
3. I have read this consent form. All my questions have been answered. I agree to participate 
·n this study. I have been given a copy of this form 
Name of Subject (Please Print) 
Signature of Subject 
Person Obtaining Consent 
Background Information 
Date 
Date 
Boston University Charles River Campus 
Institutional Review Board 
Valid for use from 
_2/27 /10_ to _2/26/11_ 
Per IRB Approval _2/27 /10_ 
4. Please provide some background information about yourself and your teaching 
assignment. 
lAB names of counties and school districts will be changed in order to protect 
confidentiality. 
County in which you teach:-----------------
Name of School District:------------------
Years of teaching experience: ________ _ 
5. Please enter the SCHOOL CODE number found on page 2 of this survey: __ _ 
6. Are you Tenured in your current position? DYes DNo 
7. Are you primarily an instrumental or vocal music teacher? 
Dlnstrumental DVocal 
8. If you are an instrumental teacher, is your primary ensemble band or orchestra? 
DBand DOrchestra 
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Policy Questions-State /District/Building Level 
9. Are you aware of a state-level policy regarding the use of sacred music in the 
schools? 
DNo (If no, please proceed to question 10) DYes (If yes, please describe below) 
10. Does your school district have a written policy statement regarding the use of 
sacred music in the schools? 
D I don't know (please proceed to question 16) 
D No (please proceed to question 16) 
D Yes (If yes, please describe below and continue to next question) 
11. Does the building in which you teach have a written policy statement regarding 
the use of sacred music in the schools? 
D I don't know (please proceed to question 16) 
D No (please proceed to question 16) 
D Yes (If yes, please describe below and continue to next question) 
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Policy Details 
12. Is a copy of any of these policies available for me to view? DYes DNo 
13. Is this policy enforced? DYes DSometimes DNo (If no, skip to question 15) 
14. By whom is either type of policy (state or district) enforced? (Check all that 
apply) 
DSelf DMusicfCurriculum Supervisor DPrincipal DSuperintendent 
DOther If other, then by whom? 
15. Do you agree with the policy? DYes DNo -Please explain why you agree or 
disagree with the policy. 
16. If you could, would you change the policy? DNo DYes (If yes, please describe 
below and continue to question 17) 
Implied/Understood Policy-District Level 
17. Is there an implicit or understood policy in your district? 
DNo DYes (If yes, please describe below) 
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Personal Policy 
18. Do you subscribe to any personal guidelines regarding the use of sacred music in 
your program? 
DNa DYes (If yes, please describe below) 
Programming Questions 
19. Do you include music from the Judea-Christian tradition that has explicitly 
religious references, whether they are textural or otherwise, in your classroom 
and programming choices? 
DYes DNa (If no, please skip to question 21) 
20. Approximately what percentage of your curriculum/programming choices is 
dedicated to sacred music? 
D0%-24% D25%-49% D50%-74% D75%-100% 
21. Please list three (3) pieces of sacred literature that you have included in your 
school's curriculum within the past year. 
Please include title and composer. 
1. __________________________________________________ ___ 
2. ____________________________________________________ _ 
3 ____________________________________________________ __ 
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Potential Issues and Experience Questions 
22. Have you been challenged regarding your choice to include or exclude 
programming sacred music? 
DYes DNo (If no, please skip to question 24). 
23. If so, by whom? (Check all that apply) 
DParent DStudent DAdministrator DCommunity Member 
DOther (please specify) 
24. Have you ever had to defend the inclusion or exclusion of sacred music in your 
program? 
DNo DYes (If yes, please describe below) 
Personal Opinion and Other Comments 
25. In your professional opinion, what are the advantages and disadvantages of 
including sacred music in music programs? 
26. In your professional opinion, what are the advantages and disadvantages of 
excluding sacred music in music programs? 
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27. Is there anything else you would like to share about your experiences with 
sacred music in the public school? Please feel free to add any additional 
comments below. 
Future Contact 
lAs a part of this study, I will be conducting 6-12 personal interviews in order to 
!better understand the individual experiences of each participant with regards to 
sacred music in secondary public schools music programs. 
28. May I contact you for a future interview? DNa DYes (If yes, please complete the 
contact information below) 
29. Your name 
N arne of High School 
Address of School (or other appropriate contact address) 
Phone number E-mail address 
Thank You 
Thank you again for taking the time to complete this survey. If you answered that 
you are willing to participate in an interview, I may be contacting you in the near 
future to schedule a meeting at your convenience. 
Musically yours, 
Deborah Prudenti Gianuzzi 
debbiepg@bu.edu or joyfulnoise99@hotmail.com 
973) 219-5820 
Boston University College of Fine Arts 
855 Commonwea lth Avenue 
Boston, Massachusetts 02215 
T 617·353·3350 F 617·353·5331 
www.bu.edu/cfa 
APPENDIX 8 
RECRUITMENT LETTER FOR SURVEY 
Dear Fellow Music Educator, 
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My name is Deborah Prudenti Gianuzzi and I am conducting a research 
project with the purpose of discovering how policy, written or otherwise, teacher 
perceptions of those policies and teacher attitudes about the role of sacred music 
influence the inclusion or exclusion of sacred music in their programs. 
Your involvement will consist of taking a brief survey and then if selected, 
a face-to-face person interview that should last about one hour. The interview 
will take place at your convenience. 
I understand that your time is very valuable. If, however, you are 
interested in participating, please click on the link below . It will take you to a 
survey that should take about 15 minutes. 
If you would like to participate, please click on the link below to direct you to the 
survey. 
Thank you for taking the time to read this email. 
Sincerely, 
Deborah P. Gianuzzi 
Doctoral Candidate 
DMA in Music Education 
Boston University 
http:/ fwww.surveymonkey.com/s/58SV89V 
Boston University College of Fine Arts 
855 Commonwealth Avenue 
Boston. Massachusetts 02215 
T 617-353-3350 F 617-353-5331 
www.bu.edu/cfa 
APPENDIXC 
REMINDER LETTER FOR SURVEY 
Dear Fellow Music Educator, 
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My name is Deborah Prudenti Gianuzzi and I am conducting a research 
project with the purpose of discovering how policy, written or otherwise, teacher 
perceptions of those policies and teacher attitudes about the role of sacred music 
influence the inclusion or exclusion of sacred music in their programs. 
Your involvement will consist of taking a brief survey and then if selected, 
a face-to-face person interview that should last about one hour. The interview 
will take place at your convenience. 
I understand that your time is very valuable. If, however, you are 
interested in participating, please click on the link below. It will take you to a 
survey that should take about 15 minutes. 
If you would like to participate, please click on the link below to direct you to the 
survey. 
Thank you for taking the time to read this email. 
Sincerely, 
Deborah P. Gianuzzi 
Doctoral Candidate 
DMA in Music Education 
Boston University 
http: I lwww.surveymonkey.coml s I 58SV89V 
APPENDIX D 
PARTICIPANT LETTER FOR INTERVIEW 
Boston Universit y College of Fine Arts 
855 Commonwealth Avenue 
Boston, Massachusetts 02215 
T 617-353-3350 F 617-353-5331 
www.bu.edu/ cfa 
Dear Fellow Music Educator, 
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Thank you for completing the online survey. You have been chosen to 
participate in the interview portion of this study. Your involvement will consist 
of one, face-to-face interview that should last about one hour. The interview will 
take place at your convenience. I will be calling you to schedule a time that is 
best for you. Thank you again for your participation in this study. 
Sincerely, 
Deborah P. Gianuzzi 
Doctoral Candidate 
DMA in Music Education 
Boston University 
Interview# 
Cell#: 
APPENDIX E 
INTERVIEW OUTLINE 
Address: 
Date/Time: 
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POLICIES, PERCEPTION OF POLICIES, AND TEACHER ATTITUDES: THEIR INFLUENCE 
ON THE USE OF SACRED MUSIC IN SECONDARY PUBLIC SCHOOLS 
Music Educator Interview 
• Thank you for taking the time to participate in this interview. 
• Reminder: The purpose of this study is to discover how policy, written or otherwise, 
teacher perceptions of those policies and teacher attitudes about the role of sacred music 
influence the inclusion or exclusion of sacred music in your programs. 
• Informed Consent-reminder. 
• Review background information & remind participants that their name and the name of 
their county and school district will be changed in order t9 protect confidentiality. 
1. Name: 
2. County in which you teach: 
3. Name of School District: 
4. Years of teaching experience: 
5. SCHOOL CODE: 
6. Is participant tenured? DYes DNo 
7. Participant's primary responsibility: DBand DChoir DOrchestra DBoth bandjorch. 
8. I would like to take this time to further expand upon some of the responses you gave in 
your survey & ask a few others so that I may fully understand your experiences. 
Please share your thoughts about the use of sacred music 
in public school music curriculum ... 
RQ #S: What are music teachers' attitudes and perceptions regarding the use of sacred music in public schools? 
Policy Responses: 
9. Is participant aware of a state-level policy regarding the use of sacred music in the schools? 
DYes DNo 
10. Does your school district have a written policy statement regarding the use of sacred music in the 
schools? 
DYes DNo DIDK 
11. Does your building in which you teach have a written policy statement regarding the use of sacred 
music in the schools? DYes DNo DIDK 
12. Is a copy of any of these policies available for me to view? DYes ON o 
13. Is this policy enforced? DYes DNo DSometimes 
14. Who enforces the policy (statejdistrictjbuilding)? DSelf DMusicjCurr. Supervisor 
DPrincipal DSuperintendent DOther (Whom?) ___ _ 
15. Does participant agree with the policy? DYes DNo 
16. If you could, would you change the policy? DYes DNo 
17. Is there an implicit or understood policy in your district? DYes ON o 
18. Do you subscribe to any personal guidelines regarding the use of SM in your program? DYes ON o 
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Programming Responses: 
19. Do you include music from the judea-Christian tradition that has explicitly religious references, 
whether they are textural or otherwise, in your classroom and programming choices? DYes DNo 
20. Approximately what percentage of your curriculum/programming choices is dedicated to sacred 
music? D0%-24% 025%-49% 050%-74% 075%-100% 
*How many concerts are you responsible for during a school year. Do they have themes like a 
"holiday concert"? 
*Please describe the thought process behind your method of programming literature for your 
ensemble/choir? What factors do you take into account when choosing your music for your 
groups? 
*Does your supervisor /administration ask to see your program prior to the concert? Does 
anyone view /review your curricular choices? Does anyone have a say in what you choose? 
21. What factors made you choose the three pieces of sacred literature that you have included in your 
school's curriculum within the past year? 
RQ#3: In what ways are music teachers' decisions to include or exclude sacred music in their 
programs influenced by written or implied policies? 
Potential Issues and Experience Responses: 
22. Have you been challenged regarding your choice to include or exclude programming sacred 
music? DYes DNo 
23. If so, by whom? DParent DStudent DAdministrator DCommunity Member DOther 
(specify) __ _ 
24. Have you ever had to defend the inclusion or exclusion of sacred music in your program? 
Discussion ... DYes DNo 
2 5. What are the advantages and disadvantages of including and/or excluding sacred music in music 
programs? Discussion ... 
26. Is there anything else you would like to share about your experiences with sacred music in the 
public school? Discussion ... 
RQ#4: What, if any, other factors influence music teachers' decisions to include or exclude 
sacred music in the curriculum? 
Contact Information: CHANGES? 
Address of School (or other appropriate contact address) 
Phone number ________ _ E-mail address __________ _ 
Final Comments and Instructions: 
• Once this interview is transcribed, I will send it to you for review. 
• You will have one week to review the transcripts and report any discrepancies or add any 
additional information. 
• I will hold all the transcripts for 1 yr. and then destroy them. 
• If you would like a copy of my results, I will gladly share that with you. DYes ON o 
(mail/electronic) 
Thank you! 
Observational Notes from Interview 
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